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Abstract
This study explored how the implementation o f formative assessment with the use of 
rubrics in high school English classes in Tokyo, Japan, improved students’ motivation 
and encouraged ownership of learning. The researcher implemented rubrics as a 
formative assessment strategy in her two English writing classes over two terms with her 
co-inquirer/team-teaching partner and reflected on student responses and her own 
teaching practice. The study was carried out using professional inquiry informed by 
action research, based on the cycle o f actions and reflection developed by Brown and 
Cherkowski (2011). As a theoretical framework, learning community theory identified 
this inquiry as an act of leadership, one that began to build interpersonal and 
organizational capacity in a school by sharing personal learning. Findings focused on 
student responses, teacher learning, and the school-level organizational response.
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Glossary
Analytic rubric: “A type of rubric that provides ratings of a performance or product 
along several different, important dimensions” (Arter & Chappuis, 2006, p. 161). 
Assessment: Activities undertaken by teachers and by students that provide information 
that can be used as feedback for modifying teaching and learning activities (Black & 
Wiliam, 2001), and “the process o f collecting, synthesizing, and interpreting information 
to aid in decision making” (Airasian, Engemann, & Gallagher, 2007, p. 2). The use o f the 
term assessment, instead of evaluation, can signal a shift to the student as the central user 
of information for self-monitoring and goal-setting (Stiggins, 2005b).
Assessment as learning: Student self-assessment or peer assessment that provides 
opportunities for students to monitor and critically reflect on their learning and to identify 
their next steps (Earl & Katz, 2006).
Assessment fo r  learning: Assessment designed to make students’ understanding visible 
and to provide teachers with information to modify their teaching practice and the 
learning work for their students (Earl, 2003).
Assessment o f  learning: Assessment used to “confirm what students know, demonstrate 
whether or not they have met curriculum outcomes or the goals o f their individualized 
programs, or to certify proficiency and make decisions about students’ futures” (Earl & 
Katz, 2006, p. 55).
Center Test (the National Center Test for University Admissions): A standardized test 
administered annually by the National Center for University Entrance Examinations in 
Japan. It is conducted to evaluate students’ basic learning achievement at high school 
level. Japanese public and some private universities use the test results to select their 
candidates (National Center for University Entrance Examinations, 2012).
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Course of study: Broad standards determined by the Ministry o f Education, Culture, 
Sports, Science and Technology -  Japan (MEXT) for schools from kindergarten through 
upper secondary schools to organize their programs with a fixed standard o f education 
throughout the nation (MEXT, 2012).
Decision points: A data collection tool for professional inquiry, where teachers note that 
strategies or teaching plans have been adjusted in light of their knowledge o f their 
students or student responses to instruction. Decision points can also be described as 
events in the cycle of action and reflection in which new actions replace those that were 
previously planned. Decision points contribute important data to professional inquiry 
because a shift in action indicates that something has been learned (Brown & Cherkowski, 
2011).
Evaluation: “the process o f judging the quality or value of a performance or a course of 
action” (Airasian, Engemann, & Gallagher, 2007, p. 2)
Feedback (or formative feedback): The return of information about the result o f a 
process or activity (Black & Wiliam, 1998a); “any information, process or activity which 
affords or accelerates student learning based on comments relating to either formative 
assessment or summative assessment activities” (Irons, 2008, p. 7).
Formative assessment: “the collaborative processes engaged in by educators and 
students for the purpose of understanding the students’ learning, and conceptual 
organization, identification of strengths, diagnosis o f weaknesses, areas for improvement, 
and as a source of information that teachers can use in instructional planning and students 
can use in deepening their understandings and improving their achievement” (Cizek, 2010,
p. 6).
Holistic rubric: “A type o f rubric that results in a single, overall rating for an entire 
performance or product” (Arter & Chappuis, 2006, p. 162).
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Intrinsic motivation: “motivation to engage in an activity in the absence o f any extrinsic 
reward” (Stipek, 1988, p. 84).
Invitational leader: Based on a model o f practice called invitational theory, invitational 
leadership encourages leaders to engage in more meaningful professional lives. 
Invitational leaders invite people to succeed and realize their potential (Purkey, 1992; 
Purkey & Siegel, 2002).
Learning community: Mitchell and Sackney (2000) decribed a learning community as 
“a group of people who take an active, reflective, collaborative, learning-oriented, and 
growth-promoting approach toward the mysteries, problems, and perplexities o f teaching 
and learning” (p. 9). These authors have used this concept to describe an ideal learning 
environment for adults and for the students they teach. It is an environment in which 
individual learning becomes accessible to the group through dialogue and collaborative 
work.
Learning partners: Learning partners share their learning in a partnership and work 
together to facilitate and develop each other’s learning. When the learners are teachers, 
the learning shared interpersonally in a partnership may be the beginning o f learning 
community development that affects the organization or school more broadly.
M ember checking: A practice for ensuring the accuracy of the information provided by 
participants, as recorded by the researcher, soliciting feedback from respondents on the 
inquirer’s findings and the accuracy o f the information as recorded (Schwandt, 2001). 
M ental model: “deeply ingrained assumptions, generalizations, or even pictures or 
images that influence how we understand the world and how we take action” (Senge,
1990, p. 8).
Metacognition: “knowledge of one’s own thought process” (Earl & Katz, 2006, p. 41) as 
well as “self-appraisal and self-regulation process used in learning, thinking, reasoning,
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and problem solving” (O’Malley & Pierce, 1996, p. 239). Student self-assessment, or 
assessment fo r  learning, can be thought of as a metacognitive process.
Mindset: A mindset is a habitual or characteristic way o f thinking. A growth mindset is 
based on the idea that people’s basic qualities can be cultivated through their effort and a 
fixed mindset is based on the idea that people’s qualities are simply fixed traits and they 
have only a certain amount o f intelligence, personality, and moral character (Dweck,
2006; n.d.).
Ownership of learning: Learners who take ownership of learning “understand their 
unique strengths and needs and routinely identify personalized goals” (Brown & 
Cherkowski, 2011, p. 61). They can “frame and pursue personally meaningful topics of 
investigation and share their discoveries in their own confident voice” (p. 3).
Peer examination: In peer examination the researcher reviews perceptions, insights, and 
analyses with trusted and knowledgeable colleagues to increase trustworthiness (Siegle, n. 
d.).
Performance standards: In British Columbia, these are sets o f descriptors that identify 
the qualities of an academic task at various levels of achievement. Performance standards 
should be curriculum-embedded and used as part of regular classroom learning activities 
(Halbert & Kaser, n. d.). Such sets o f descriptors are invaluable for professional inquiry 
because they support quality classroom assessment, based on records of student progress, 
to help teachers evaluate the effectiveness of their instructional innovations.
Reflexivity: Researchers reflect on their own biases, values, theoretical prepositions, 
preferences, and assumptions and actively write them into their research (Creswell, 2008). 
In a methodological sense, reflexivity refers to the process of critical self-reflection and 
inspection (Schwandt, 2001).
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Rubric: “the written criteria by which a student product or performance will be judged” 
(Arter & Chappuis, 2006, p. 163). A rubric is a mechanism, used to judge the quality of 
student work, which defines the features o f work that constitute quality (Arter &
Chappuis, 2006).
Shingaku-shido-juten-ko (iS  ^  M /&#£): A senior high school in Tokyo that 
focuses on developing students’ academic abilities to pass university entrance 
examinations. The Tokyo Board o f Education has designated seven public high schools in 
Tokyo as shingaku-shid5-juten-ko as o f 2011.
Teacher leader: Formal teacher leaders are those who “apply for their positions and are 
chosen through a selection process” (Danielson, 2007, p. 16). Informal teacher leaders, in 
contrast, hold no positional authority but emerge spontaneously from the teacher ranks 
with their influence stemming from “the respect they command from their colleagues 
through their expertise and practice” (Danielson, 2007, p. 16).
Triangulation: A process in which researchers corroborate evidence from multiple 
individuals, data sources, investigators, types o f data, methods of data collection and 
analysis, or theoretical perspectives within the same study (Creswell, 2008; Schwandt, 
2001; Thurmond, 2001).
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CHAPTER I: FRAMING THE PROBLEM  AND PROPOSING A SOLUTION
Teachers and leaders at school have to deal with a variety of challenges every 
day. However hectic their lives may be, they work to fulfill social and moral 
expectations to improve student learning and, more importantly, to make a difference 
in their students’ lives. It is one o f a teacher’s greatest joys to see students learn and 
grow. In recent years, formative assessment has been at the center of discussion on 
enhancing student achievement. Black and Wiliam’s work (1998a, 1998b, 2001) 
analyzed 250 papers to conclude that formative assessment could increase the speed of 
student learning effectively when implemented well (Black et al., 2004; Wiliam, 2007, 
2008; Lamb, 2010). Earl and Katz (2006) also stated, “classroom assessment plays a 
major role in how students learn, their motivation to learn, and how teachers teach” (p. 
! ) •
In this study, I began to implement formative assessment by introducing 
rubrics in high school English classes in Tokyo over two terms. My purpose was to 
improve students’ motivation and advance their ownership of their learning, as well as 
to build capacity for professional learning in my school by inviting colleagues to join 
or to take an interest in my inquiry. My approach to professional inquiry, as informed 
by action research, took place in a cycle of action and reflection. I explored the effects 
of formative assessment for student learning, particularly noticing their motivation and 
engagement. I was also interested in individual and shared learning processes for 
teachers, based on a theoretical framework from sustainable learning community 
theory (Mitchell & Sackney, 2000, 2009a). I chose rubrics as a formative assessment 
strategy because they help both students and teachers by facilitating clear learning 
intentions as well as providing a basis for feedback, goal setting, and peer support 
(Arter & Chappuis, 2006).
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Research Questions 
The primary research question I developed to focus my observations and 
analysis for this study was:
Does inquiry-based implementation o f  formative assessment with rubrics affect 
both student and teacher learning? I f  so, how is learning affected?
Two related, more specific sets o f questions included:
a) Does formative assessment with rubrics fo r  English language learning 
improve students ’ motivation and achievement? I f  so, how does it happen?
b) Do teachers learn to use rubrics and develop as a learning community as they 
share in this inquiry process? I f  so, how do they learn and develop?
Statement of the Problem 
I have worked as a high school English teacher for eleven years in the large 
rural and suburban area o f the capital city Tokyo, Japan, where an estimated 13 
million people live (Tokyo Metropolitan Government, 2011). This experience as a 
teacher, as well as my background as a Japanese citizen who was bom, raised, and 
educated in Tokyo, have made a great impact on my sense o f purpose as a researcher 
and a teacher. I have faced many challenges as a teacher and I have struggled to solve 
them and learn to serve my students better. However, I continue to see unmotivated 
students, dropouts in the early stage of high school life, frequent and long-term 
truancy, and problematic behaviors in and outside class. I have seen many learners left 
behind by the teachers and the classmates: I could not fully support them or teach 
them effectively and I still remember them from time to time with regret. I have taught 
many vulnerable students who could not get enough emotional and economical 
support from their families, under various circumstances, and eventually had to decide 
to leave school. I have also seen students who, under the pressure of entrance
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examinations for university, could not find joy in their learning. By introducing 
formative assessment in a Japanese high school, I aspired to serve those students better 
and to activate and motivate them as learners so that they could achieve their potential.
Teachers are also in need o f support and sometimes yield to their vulnerability.
I have seen many teachers working in isolation. Because o f teachers’ busy lives and 
the stress and pressure that seem to be inseparable companions of the teaching 
profession, an increasing number o f teachers are suffering from health problems, both 
mentally and physically. According to the Ministry of Education, Culture, Sports, 
Science and Technology, Japan (MEXT) (2008, 201 la), the number o f Japanese 
public school teachers on sick leave increased from 4,922 in 2000 to 8,660 in 2010, 
including those with mental problems; the total number of teachers in service was 
930,220 in 2000 and 919,093 in 2010 (see Table 1). Teachers on sick leave because of 
mental issues more than doubled in number since the beginning of the new millennium, 
from 2,262 in 2000 to 5,407 in 2010, making up of 62.4% of all the teachers on sick 
leave in 2010 (MEXT, 2008, 201 la; Shimizu et al., 2008).
Table 1
Change in the Number o f  Teachers on Sick Leave in Japanese Public Schools
1998 2000 2002 2004 2006 2008 2010
Total number of 
teachers (A) 948,350 930,220 925,938 921,600 917,011 916,929 919,093
Number of teachers 
on sick leave (B) 4,376 4,922 5,303 6,308 7,655 8,627 8,660
Number of teachers 
on sick leave 
because of mental 
issues (C) 1,715 2,262 2,687 3,559 4,675 5,458 5,407
Percentage (%) 
(B) / (A) 0.46 0.53 0.56 0.68 0.83 0.94 0.94
(C) / (A) 0.18 0.24 0.27 0.39 0.51 0.59 0.59
(C )/(B ) 39.2 46.0 50.7 56.4 61.1 62.4 62.4
Note. Adapted from “Change in the Number o f Teachers on Sick Leave,” by MEXT, 
2008, 2011a.
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In addition, more and more teachers choose early retirement every year. A 
survey conducted by the Asahi Shimbun (2010), one of the major nationwide Japanese 
daily newspapers, showed that more than 12,000 teachers in elementary, secondary, 
and special needs schools take their early retirement every year; in the past five years, 
about 67,000 abandoned their career early before reaching their mandatory retirement 
age of 60. The retirement rate is especially high in large urban areas and the Kansai 
regions: 3.14% in Sakai-city, 2.62% in Osaka-city, and 2.78% in Kyoto-city, followed 
by Chiba-city (2.27%) and Tokyo (2.12%) (Asahi Shimbun, 2010). I have also seen 
many young, aspiring teachers who are too busy for professional development.
I believe that teaching should not be an isolated journey, just as learning cannot 
be achieved fully in isolation. Viewing the school as a sustainable learning community 
(Mitchell & Sackney, 2000, 2009a), I have collaborated with other teachers and 
implemented formative assessment as a teacher learner and leader so that I can activate 
and support learning for both teachers and students.
Purpose of the Study 
The purpose of this study was to explore how the implementation of formative 
assessment strategies through rubrics in a Japanese high school affected student 
learning, contributed to teacher learning, and furthered the development o f a learning 
community. As a teacher leader, I aspired to lead the way in a classroom innovation to 
make learning more meaningful for students and provide them with fulfillment and 
pleasure in learning so that they might be more intrinsically motivated. As a Master’s 
of Education student in Canada, I learned that formative assessment is a powerful tool 
that has been widely adopted to promote students’ effective learning and increase 
students’ motivation. I have also learned that rubrics are an effective assessment tool 
that can engage students in their own learning to enhance achievement (Arter &
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Chappuis, 2006). However, I believe the effectiveness of formative assessment has not 
been commonly recognized in most Japanese high schools. Neither has the potential of 
rubrics, as formative assessment tools, been acknowledged in Japanese educational 
settings. Learning from the professors, classmates, and literature that I encountered 
when I studied in Canada, I have come to believe it could be helpful for Japanese 
teachers to develop an awareness of formative assessment strategies in order to 
improve student learning. I also learned that in a learning community, individual 
teachers make their learning accessible to their colleagues through collaboration and 
dialogue (Mitchell & Sackney, 2000, 2009a, 2009b).
To promote students’ learning effectively, it is equally important for teachers 
to be life-long learners because the quality o f the teacher has the most important 
impact on student achievement (Rivkin, Hanushek, & Kain, 2005; Wiliam, 2006a, 
2006b). As professionals, teachers should be knowledgeable about what and how 
they teach. In a professional environment that increasingly stresses instructional 
leadership (Blase & Blase, 1998) it is essential for administrators and teacher leaders 
to activate other teachers as lifelong learners as well as intrinsically motivate students 
as owners of their own learning.
Methods of the Study
The method that I have adopted for investigating these questions is 
professional inquiry, informed by action research. I used the cycles o f action and 
reflection of Brown and Cherkowski’s (2011) professional inquiry platform  as I 
implemented rubrics as a formative assessment strategy over two terms in high school 
English writing classes in Tokyo. To begin to build a learning community among 
teachers, I created a learning/teaching partnership and shared my inquiry with a
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co-researcher, my teaching partner. I also shared my findings with other teachers with 
the hope of further collaborative inquiry after the completion o f my M aster’s thesis.
My sources of data were a researcher’s journal that included decision points 
(Brown & Cherkowsi, 2011) (events in the cycle o f  action and reflection in which new 
actions replace those that were previously planned), observations about students, and 
my thoughts about my own learning. Students’ questionnaires, work samples, and my 
personal communication with students were also included as sources o f data. I 
accessed the grade book for the scores earned by my students and attendance book to 
know who was and was not present. I encouraged my co-researcher to collect and 
share data from similar sources as she began to use rubrics in her own classes. As I 
shared the process and results of my inquiry with my partner and colleagues, I 
documented their responses and the development o f our interaction in terms o f 
learning community development.
Theoretical Perspective
Learning community theory (Mitchell & Sackney, 2000, 2009a) and the 
underlying social constructivist view o f learning is the theoretical framework for my 
research. Implementation of an innovation such as formative assessment and 
empowering teachers as collaborative, lifelong learners cannot occur without teachers 
working together and supporting each other as the members o f a learning community. 
By contributing to the development of a learning community within my school, I 
aspired to build an environment where teachers, students, school staff members, and 
parents shared information in such a way that no one would be left behind or isolated. 
“Learning does not happen in isolation; it requires dialogue” (Kaser & Halbert, 2009).
In anticipation of this study, I noted that few educational innovations have 
been implemented without challenges. Implementing formative assessment in a
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Japanese school setting could be more difficult than it would be in Canadian schools 
because formative assessment itself has not been fully recognized in the society and 
there are social, cultural, and educational differences between the two countries. 
Resistance to formative assessment among teachers and parents was to be expected 
because of the lack of information on formative assessment or the social tendency that 
places excessive emphasis on academic achievement. This study was intended to help 
to inform teachers and school leaders in Japan about what formative assessment can 
look like in the Japanese context, how it can be implemented, and how it may affect 
students and teachers.
Description of the Researcher
This study took place during my eleventh year teaching English as a foreign 
language at high school. I have taught more than one thousand students in four 
different types of high schools in Tokyo: a private correspondence school (one year), a 
public full-time high school (four years), a public alternative high school called 
“encourage school” (four years), and a public part-time high school (one year). After 
my tenth year of teaching in Tokyo, I was enrolled in the educational leadership 
program at the University of Northern British Columbia, Canada, as a part o f teacher 
training supported by the Tokyo government.
After a meaningful period o f study in Canada for one year, I returned to Tokyo 
and started to work again as a teacher in my current school, where this research was 
conducted. The school has been designated by the government as an academically 
focused school to develop students’ academic abilities to the highest level possible to 
pass competitive university entrance examinations. During the school year 2011/2012, 
when this research was conducted, I was assigned to this school as a trainee for a
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government-oriented teacher training program focused on how to enhance students’ 
academic abilities.
As a teacher, I have been interested in motivating students as lifelong learners 
because I have taught so many students who were not good at or not interested in 
English. Also, I have been interested in building a learning community within a school, 
to support learning for teachers as well as students, because I believe that learning is 
an essential part of teaching as a profession. In this research, I have adopted the role of 
an informal teacher leader. Informal teacher leaders are those who are not selected 
through an official selection process but emerge spontaneously from among teachers 
and “take the initiative to address a problem or institute a new program” (Danielson, 
2007, p. 16).
Description of Educational Issues in Japanese High Schools
This section describes educational issues in Japanese high schools in order to 
clarify the Japanese educational setting where this research was conducted. Although 
Japanese society is often mistakenly referred to as mono-cultural, I have had to deal 
with diverse challenges throughout my teaching experience. Yoneyama (1999) 
described the situation in Japanese schools dramatically:
Japan’s education system, like its economy, was long seen in Japan and 
elsewhere as the model of efficiency, discipline and high standards. In recent 
years, however, the model has collapsed. Classroom pressures mount, and 
incidents of bullying, suicide, ‘dropout’ and violence o f one kind or another 
proliferate. The growing sense o f educational crisis came to a head with the 
1997 incident in which a child was murdered and decapitated, apparently by a
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fourteen-year-old student1. When the child killer of Kobe claimed that he had 
been avenging himself against school, which ‘threatened his existence,’ many 
students were reported to have expressed understanding and support for his 
views. For large numbers of students in Japan, school has become a battlefield. 
(P-i)
As in Canadian high schools, teachers in many Japanese high schools are 
struggling with a variety of constant challenges. I will point out five key issues that I 
believe need to be addressed concerning education in Japanese high schools: (1) lack 
of motivation; (2) external motivation only; (3) lack of communication; (4) issues 
surrounding English language instruction; (5) emphasis on summative assessment; and 
(6) few opportunities for professional development.
Lack of Motivation
First, just as in other counties around the world, it is important to establish that 
there are students who are unmotivated to leam in Japanese high schools. In Japan’s 
school system, graduation from junior high school (Grade 9) marks the end o f  
compulsory education. However, most junior high school graduates go on to senior 
high school. According to Shimizu and his colleagues (2008), 96.4 % o f junior high 
school graduates went on to senior high school in 2008. In order to advance to senior 
high school, most public junior high school students have to take the standardized 
entrance exam. Due to Japan’s academic credential-oriented society, or gakurekishakai, 
and highly urbanized population, competition to enter highly ranked high school is 
typically intense (Riley et al., 1998). Because of this system, a clear hierarchy exists 
among senior high schools. However, it may be that students go to senior high school
1 In 1997, a 14-year-old student assaulted three primary school girls and beat a fourth 
to death. Later that week, he killed an 11-year-old boy and put his severed head 
outside the gates o f a junior high school in Kobe. The nation was in shock. (Retrieved 
from http://www.jref.com/forum/archive/index.php/t-5 8.html)
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unwillingly because it is considered the social norm or their parents tell them to do so. 
As a result, high schools of a lower academic level often have many unmotivated 
students and teachers struggle with their teaching. In these schools, it is vital for 
teachers to learn about the potential o f formative assessment strategies, which can 
build a sense of partnership and help students acquire a sense o f ownership o f their 
learning (Halbert & Kaser, n.d.).
External Motivation Only: University Entrance Examinations
In schools with high academic achievement, students study hard for 
competitive university entrance examinations but they appear less concerned with their 
own intrinsic interest and lifelong learning. Although the situation is changing 
gradually, it is still important for students to get into prestigious universities to prepare 
for professional careers. Rohlen (1983) stated: “the precise and elaborate ranking of 
universities by the measure of exam competitiveness correlates with the ranking of 
jobs to be gained four years later” (p. 87). Teachers in those schools tend to focus on 
teaching students how to get better scores in examinations, instead o f nurturing 
students’ creativity or critical thinking, which inevitably puts students under pressure. 
Unfortunately, it is still the case that the number o f graduates they sent to universities 
and the level of prestige of the universities to which their graduates are accepted 
determine the status of academic high schools (Riley et al., 1998).
In addition to the daily schooling at high school, many students go to cram 
schools, juku  or yobiko in Japanese, which are academic institutions outside of the 
Japanese school system. These schools that students attend in the evening prepare 
students for the university entrance exams. Researchers have pointed out a series of 
negative impacts the pressure of these examinations has on the quality o f education in
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Japan: students’ over-dependence on cram schools, bullying, and school refusal 
syndrome (tokokyohi) among other problems (Riley et al., 1998).
Japanese universities are typically notorious for their highly competitive 
entrance examinations and ease o f graduation requirements. It is widely said that 
entering a prominent Japanese university is difficult but it is simple to graduate from 
one. Therefore, students who were motivated to study to enter a well-known university 
may lose their motivation and spend less time on study once they become college 
students (Kariya, 2012; Takigami, 1998). Classes in Japanese universities typically 
take place in large classrooms with a large number o f students exposed to traditional 
lecture style teaching without reading assignments (Kariya, 2012). According to 
research conducted by Benesse Educational Research & Development Center (BERD) 
(2009), 73% of the college students who participated in the survey (N=4,070) spent 
less than three hours a week preparing for and reviewing their class (with 20% who 
spent no time at all). In contrast, the average time these respondents (N=4,070) spent 
when they were preparing for university entrance exams was 4.5 hours a day (BERD, 
2009). This data show the amount of time the students spend on study drastically 
decreased when they became college students. Moreover, there are only a limited 
number of college students who are willing to go to another country and study. 
Research conducted by the Asahi Shimbum newspaper and Kawai-juku, a major cram 
school, revealed that 2% of Japanese students participated in overseas study programs 
conducted by their colleges and universities nationwide in the 2010 school year (Asahi 
Shimbun, 2011). The percentage was even lower (1.2%) in the six former imperial 
universities, excluding Tokyo University, which did not reply to the questionnaire.
This finding shows that internationalization o f students and universities is not yet fully 
developed. These figures are significant for foreign language education because they
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indicate that students’ overall interest in foreign countries, cultures, or languages may 
be decreasing, which may lead to declining motivation toward learning foreign 
languages. However, I believe that an important task for teachers is to increase 
students’ intrinsic motivation and interest in learning, not only for the mere purpose of 
passing entrance examinations, but so that students become lifelong learners.
Lack of Communication
Lack of communication or communicative skills among students is another 
issue widely discussed by analysts and educators in Japan. Lunchtime syndrome is a 
term, coined by a Japanese psychiatrist, Shizuo Machizawa (2002), which describes 
the stress felt by university freshmen who cannot find a lunch mate and choose to eat 
lunch in a restroom stall. Those students cannot find anyone to have lunch with and 
tend to feel ashamed of eating lunch alone. They tend to think if  they eat lunch alone, 
others may regard them as having no friends, unattractive, and therefore worthless. 
Some choose to eat lunch in the library and others take a more drastic measure, eating 
in the washroom. In the worst case scenario, some quit their jobs or schools due to this 
syndrome (Wada, 2010). They are afraid to be isolated in a group but unable to build 
friendships with others. Machizawa (2002) analyzed this issue by pointing out the loss 
of community ethics and discussed other serious social issues such as truancy, 
bullying, stay-at-home children (hikikomori), hyper-parenting, and juvenile 
delinquency. Many Japanese students are required to acquire a high level o f academic 
ability to pass competitive university entrance examinations. On the other hand, their 
communication ability may be compromised. As a language teacher, I believe that it is 
important to address issues regarding communication among students.
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Issues Surrounding English Language Education
There are also many issues surrounding English language learning. Most 
students in Japanese schools leam English as a foreign language in a foreign language 
environment and do not have an opportunity to use English in their daily lives 
(Matsumura, 2009). For Japanese high school students, English is not vital for daily 
survival and yet their academic success depends heavily on their English ability; 
almost all the universities and colleges set an English test in their entrance 
examinations. This imbalance between daily and academic needs creates problems in 
English language education in Japan, such as low motivation among students and 
instruction with too much emphasis on grammar.
In many classes teachers use yakudoku, or the Grammar-Translation Method, 
an established tradition in Japanese schools (Kotera & Yoshida, 2005; Matsumura,
2009). The Grammar-Translation Method, which was adapted from Latin and Greek 
teaching methods in medieval Europe, focuses on learning the rules o f grammar and 
translating each sentence directly from the target language to the native language 
(Kikuchi & Browne, 2009; Kotera & Yoshida, 2005; Larsen-Freeman, 2000). In the 
Japanese educational settings, yakudoku focuses on the translation of English literary 
texts into Japanese and grammatical instruction given in Japanese regarding the texts 
(Gorsuch, 2001). In this method, a fundamental purpose of learning a foreign language 
is to read literature written in it; to be able to communicate in the target language is 
not a goal of the instruction (Larsen-Freeman, 2000). As Rohlen and LeTendre (1996) 
pointed out, students are expected to seize the information that teachers offer and 
“sacrifice, effort and all-out devotion will be the hallmark o f success” (p. 289).
Gorsuch (2001) pointed out that yakudoku has been supported in Japan over 
decades because it enables teachers to teach English without speaking English.
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Historically, in postwar Japan, there was a serious shortage o f teachers in all fields. 
Policies were designed to increase the number of teachers quickly, which forced many 
college student survivors who were not proficient in spoken English to become 
English teachers at secondary schools. For these new teachers, yakudoku was a useful 
method to teach English without speaking English and this trend still continues 
(Gorsuch, 2001).
Course of study: Communication abilities. Current perspectives on second 
language learning emphasize a more interactive and communicative approach.
Boosting English communication abilities among students is a long-cherished goal for 
English education in Japan. This goal has also been debated frequently among English 
teachers, especially since the fostering o f communication abilities was first 
emphasized in the national course o f study for foreign languages in 1989 (Matsumoto, 
1999; MEXT, 1989; Oshita, 2009). Once every ten years on average, MEXT issues the 
course of study, which MEXT determines as “broad standards for all schools, from 
kindergarten through upper secondary schools, to organize their programs in order to 
ensure a fixed standard o f education throughout the country” (MEXT website 
http://www.mext.go.jp/). It is a set of overall and specific goals and curriculum 
guidelines, as well as course descriptions, for the instruction o f  each subject taught in 
Japanese schools (Kikuchi & Browne, 2009; Okabe & Matsumoto, 2010).
In the course o f study implemented in 1989, MEXT began trying to develop 
students’ speaking or communication abilities, emphasizing the importance o f students 
actively communicating in a foreign language. It focused on listening and speaking 
activities with the implementation of “Oral Communication” courses in English 
curriculum for upper secondary schools (Fujimoto-Adamson, 2006; Kobayakawa,
2011; MEXT, 1989). The subsequent and current version o f the course o f study
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(MEXT, 2003b), implemented in 2003, was intended to further promote these abilities. 
The secondary level course o f study used the term practical communication abilities 
for the first time in its overall objectives of English teaching:
To develop students' practical communication abilities such as understanding 
information and the speaker's or writer's intentions and expressing their own 
ideas, while deepening the understanding of language and culture and fostering 
a positive attitude toward communication through foreign languages, (original 
in Japanese in MEXT, 2003b, papa. 1)
This tendency toward practical communication skills remains strong in the 
latest course of study for senior high schools, which was announced in March 2009 
and is to be implemented in April 2013 (MEXT, 2009). To further develop 
communication abilities, the course o f study introduced “Communication English” 
courses at the senior high school level (MEXT, 2009). The debate was especially 
heated over the statement in this newest course o f study that English classes should be 
conducted principally in English, not in Japanese, in order to give students 
opportunities to use the target language in communicative settings (MEXT, 2009; 
Okabe & Matsumoto, 2010). This course o f  study also introduced “Foreign Language 
Activity” (Gaikokugo-katsudo) for the first time to elementary schools (MEXT, 2009).
However, in my view, these objectives o f the course o f study have not been 
fully accomplished. The foundation o f learning foreign languages should be a joy and 
instilling curiosity, which is not yet common even in communication lessons. I believe 
there is an urgent need for Japanese teachers to change their teaching practices. It is 
also necessary for teachers to shift their fixed mindset to a growth mindset (Dweck, 
2006) in order to make learning in English classes interactive and interesting.
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Emphasis on Summative Assessment
In Japanese high schools, summative assessment is still emphasized; most 
teachers may not yet be informed o f the potential o f formative assessment to increase 
student motivation and achievement. Further, teachers have almost no chance to learn 
about formative assessment in either pre- or in-service teaching training. When I 
became a teacher, for example, my knowledge or skills about any practical assessment 
were very limited; I had never heard o f the terms formative evaluation or formative 
assessment.
From the beginning o f my career, I have not had an opportunity to improve my 
student assessment skills. I only learned how to conduct summative assessment in my 
first years of teaching, by watching colleagues’ examples. I have become excited 
about the potential o f formative assessment, which researchers have established as 
potentially effective in motivating students to leam. Through this study, I aspired to 
gain a practical knowledge of formative assessment and explore the balanced use of 
both formative and summative assessment. As the study proceeded, I shared my 
learning beyond my classroom and aspired to contribute to the learning o f other 
teachers in Japan, making a contribution to Japanese education by bringing this 
innovation from the United Kingdom and North America.
Few Opportunities for Professional Development and Support
Lastly, in my opinion, there are not enough professional development 
opportunities and support systems in most Japanese schools. Kikuchi and Browne 
(2009) pointed to “a severe lack of pre- and in-service teacher training” as one o f the 
major obstacles that prevent widespread curricular reform (p. 174). Gorsuch (2001) 
stated, “it does not seem likely that Japanese in-service programs can produce teachers 
who have the tools to analyze and change their own teaching” (p. 5). Professional
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development programs in Japan are mostly oriented and designed by administrators 
and government officials; they are not fully developed according to teachers’ 
perceived needs. Teachers in Japanese high schools need to embrace lifelong learning 
in professional development programs that are closely related to their own classrooms 
and environment. Wiliam (2006a) stated: “The single most important variable in the 
amount of progress that a student makes at school is the quality of the teacher” (p . 3). 
Teachers should be lifelong learners who continue learning about their curriculum and 
about students and also continue learning with students and with other teachers. Part of 
the purpose of this study was to explore and gain practical understanding of how to 
bring that vision into reality as a teacher leader.
Moreover, as I pointed out earlier, Japanese schools are seeing an increase in 
the number of teachers on sick leave because of mental problems. The Ministry 
(201 lb) examined the numbers of years in service teachers had in schools to which 
they are currently assigned when they started their sick leave because o f  mental issues, 
commonly referred to in North America as stress leave. Teachers with less than two 
years of service in their assigned schools consisted o f 45.7% (see Figure 1). The 
occurrence of sick leave caused by mental issues was seen more frequently in teachers 
with fewer years of service in their assigned schools. This funding shows that there 
should be more support for newer teachers.
This problem is not limited to teachers; Japanese society as a whole has to deal 
with an apparent increase in mental issues. Since 1998, more than 30,000 people 
commit suicide in Japan each year (National Police Agency, 2011). In 2010, 31,690 
people killed themselves, and males consisted of 70% of the cases (22,283 men).
Applying the concept of schools as learning communities may help develop 
supporting systems that people need, enabling them to help, support, communicate
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with, and learn from each other. Successful formative assessment, therefore, cannot be 
separated from the creation o f learning communities at school. It is important to 
develop learning communities in Japanese schools in order to empower both students 
and teachers with support systems for effective learning.
n  on/ ■ le s s  than 6 months
months to le s s  than a year 
to  l e s s  than 2 years  
to  l e s s  than 3 years  
to  l e s s  than 4 years 
to  l e s s  than 5 years 
to  l e s s  than 6 years 
years and more
Figure 1. The period of service at the time of sick leave caused by mental illness. 
Adapted from • fiS 'J • [The condition
of teachers on sick leave in terms of the types of school, their age, gender, and the 
types of profession],” by MEXT, 201 lb. [Japanese]
Summary
This chapter presented an overview of the research and explored the 
educational issues surrounding English education in Japan, as I perceive it from my 
informal position as a teacher leader, informed by the literature and my own 
experience. I have explained how inquiry-based implementation of formative 
assessment through rubrics appeared to have potential to affect both student and 
teacher learning, particularly students’ motivation and achievement and teachers’ 
learning community development through shared inquiry. The literature suggested that 
formative assessment could promote effective student learning and ownership o f their 
own learning (Black & Wiliam, 1998a, 1998b, 2001). Rubrics as a formative 
assessment strategy have been found to help both students and teachers by facilitating
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clear learning intentions as well as providing feedback, goal setting, and peer support 
(Arter & Chappuis, 2006).
The components of this thesis include a literature review, description of 
methods and procedure, findings, and recommendations. Chapter Two, the literature 
review, provides a detailed survey of literature on related topics. Chapter Three, 
method and procedure, presents a comprehensive description o f the research design 
and process of the study. Chapter Four provides the findings o f  the study for both 
teacher and student learning. Finally, Chapter Five summarizes my findings with 
discussion and presents the personal convictions and commitments that I have drawn 
from reflecting on my findings in light o f the literature.
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CHAPTER II: LITERATURE REVIEW
In this chapter I present a survey of literature related to formative assessment 
and rubrics. In order to gain greater insight into formative assessment and the 
knowledge to introduce rubrics effectively, the terminology used in this study is 
defined and the major issues related to these topics are discussed: assessment, 
formative and summative assessment, rubrics as assessment tools, metacognition, and 
assessment for, as, and o f  learning. I will elaborate on the characteristics and benefits 
of formative assessment, regarding student achievement, clear expectations, feedback, 
ownership of learning, and intrinsic motivation. The theoretical framework, learning 
community theory, and the characteristics o f learning communities are explored as 
well in order to position this inquiry as a vehicle for professional learning and for 
learning community development.
Assessment
In order to fully grasp the concept o f formative assessment, it is indispensable 
to look at assessment in general. Rea-Dickins (2004) clearly stated, “teaching involves 
assessment” (p. 259). Assessment is an essential part of teaching. The Department of 
Education and Science and the Welsh Office (1987) clearly stated this point, 
emphasizing the importance of assessment in promoting children’s learning and 
teaching process.
Promoting children's learning is a principle aim of schools. Assessment lies at 
the heart of this process to provide a framework in which educational 
objectives may be set and pupils' progress charted and expressed. Assessment 
can yield a basis for planning the next educational steps in response to 
children's needs. By facilitating dialogue between teachers, shared assessment
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can enhance professional skills and help the school as a whole to strengthen 
learning across the curriculum and throughout its age range, (p. 7)
The term assessment is widely used in educational discussions and debates and 
is commonly understood by the academic community and general public (Cizek, 1997). 
However, as Cizek (1997) stated, assessment is used in so many different ways, 
contexts, and purposes that “it can mean almost anything” (p. 8). “Assessment serves 
different purposes at different times” (Cooper, 2007, p. 5).
Airasian and his associates (2007) defined assessment as “the process of 
collecting, synthesizing, and interpreting information to aid in decision making,” in 
contrast to evaluation, defined as “the process of judging the quality or value of a 
performance or a course of action” (p. 2). Stiggins (2005b) confirmed this distinction 
but proposed that use o f the term assessment signals a shift to the student as the central 
user of information for self-monitoring and goal-setting. Cizek (1997) pointed out four 
definitions of assessment that can be seen in current literature: (a) “new form ats for 
gathering information about students’ achievements”; (b) “a new attitude toward 
gathering information”; (c) representation o f a new ethos, or “one of empowerment, in 
which assessments are designed and implemented primarily to serve the information 
needs of students and teachers”; and (d) a new process “as in the gathering and 
synthesizing o f information about a person” (p. 9).
Black (1993) suggested the three broad purposes:
(1) the certification of student achievement (normally through summative 
assessment);
(2) the accountability o f educational institutions and the education system 
through the publication and the comparison o f results (summative results); and
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(3) the promotion of learning though the provision of helpful feedback 
(normally through formative assessment and formative feedback), (as cited in 
Irons, 2008, p. 13)
However, this study focuses on Black’s third point, because I am exploring the 
classroom implementation o f formative assessment to promote student learning.
For the purpose o f this study, I will use the term assessment to refer to all the 
activities undertaken by teachers and by students that provide information that can be 
used as feedback for modifying teaching and learning activities (Black & Wiliam, 
2001). Black and Wiliam (1998b) pointed out that when the evidence is used for the 
purpose of adapting teaching to meet student needs, such assessment becomes 
formative. Earl and Katz (2006) confirmed that classroom assessment plays a major 
role in determining teacher’s practices and students’ learning (Earl & Katz, 2006). 
Wiliam (2007) reinforced this idea, stating, “the single most important thing to change 
in teachers’ practice is the minute-to-minute and day-by-day use of assessment to 
adjust instruction” (p. 188). We need to pay more attention to the improvement of 
classroom assessment if  we hope to maximize student achievement (Stiggins, 2002). 
Assessment for English Language Learning Students
In language assessment, the four skills are classified as listening, reading, 
speaking, and writing; the first two skills are categorized as receptive skills and the 
last two as productive (Bailey, 1998). O’Malley and Pierce (1996) pointed out six 
purposes of the assessment used with English Language Learning (ELL) students: (a) 
screening and identification; (b) placement; (c) reclassification or exit; (d) monitoring 
student progress; (e) program evaluation; and (f) accountability. Assessment is 
essential to provide ELL students with program placements and instruction appropriate 
for their levels of English language proficiency as well as to empower them as active
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participants in English language classroom settings (O’Malley & Pierce, 1996). 
Monitoring student progress, mentioned as the fourth purpose, is most closely related 
to formative assessment because observation and monitoring is an important part of 
formative assessment (Nunan, 2003). Rubrics can be useful to help make judgments 
accurate and reliable and to assist with monitoring growth, both by the teacher and by 
the students themselves. The benefits of rubrics occur when they are constructed with 
clearly defined criteria for each skill and proficiency level (O’Malley & Pierce, 1996).
Formative Assessment 
The roots of formative assessment can be traced to a monograph of the 
American Educational Research Association (AERA) in 1967, in which Michael 
Scriven used the term for the first time in terms of curriculum evaluation and 
differentiated the two roles of evaluation as formative and summative (as cited in 
Cizek, 2010; Gredler, 1996; Sanders & Cunningham, 1973; Welch, 1969).
According to Scriven, the role is formative when it serves as a means of gaining 
information to be used to improve a course (Welch, 1969). For example, it is 
formative “when used as part of the process o f curriculum development or teacher 
self-improvement” (Gredler, 1996, p. 16). In his view, formative evaluation entails 
collecting proper evidence during the construction o f a new curriculum and trying it 
out, so that this evidence can support the revisions o f the curriculum (Bloom, Hastings, 
& Madaus, 1971). On the other hand, it is summative when “it provides a basis for 
decisions about curriculum adoption and effective use” (Welch, 1969, p. 430). 
Summative evaluation was considered as “done for or by any observers or decision 
makers who need evaluative conclusions for any reasons other than development” 
(Gredler, 1996, p. 16). Scriven first coined the term formative assessment but its
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context was, at that time, limited to the practice o f program evaluation (Andrade & 
Cizek, 2010).
Definitions of Formative Assessment
Later, the concept of formative assessment came to be recognized broadly after 
Bloom and his colleagues (1971) made a distinction between formative and 
summative evaluation. The explanation in their influential book about the distinction 
between formative and summative assessment is regarded as fundamental (Cizek,
2010). Bloom et al. (1971) stated:
We have chosen the term “summative evaluation” to indicate the type of 
evaluation used at the end of a term, course, or program for purposes o f 
grading, certification, evaluation o f progress, or research on the effectiveness 
of a curriculum, course of study, or educational plan. [...] Perhaps the essential 
characteristic of summative evaluation is that a judgment is made about the 
student, teacher, or curriculum with regards to the effectiveness o f learning or 
instruction, after the learning or instruction has taken place, (p. 118)
They also pointed out that summative evaluation produces anxiety and defensiveness 
among students, teachers, and curriculum makers. On the other hand, Bloom et al. 
described formative assessment as follows:
Formative assessment is for us the use of systematic evaluation in the process 
of curriculum construction, teaching, and learning for the purpose o f improving 
any of these three processes. Since formative assessment takes place during the 
formation stage, every effort should be made to use it to improve the process. 
This means that in formative evaluation one must strive to develop the kinds of 
evidence that will be most useful in the process, seek the most useful method 
of reporting the evidence, and search for ways o f reducing the negative effect
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associated with evaluation -  perhaps by reducing the judgmental aspects of 
evaluation or, at the least, by having the users of the formative 
evaluation...make the judgment, (pp. 17-18)
It is worthwhile noting that Bloom et al. (1971) hoped that students as users of 
assessment information would find ways of associating the results with the learning 
and instructional goals they consider important. This focus on students as the primary 
users of assessment information is confirmed by Stiggins (2005b) and is reflected in 
Halbert and Kaser’s (n. d.) emphasis on developing student ownership o f learning.
Currently, formative assessment has evolved to be considered to have broader 
concepts, with its foundation on Bloom et al.’s definition. Black and Wiliam (1998a) 
suggested that the term formative assessment does not have a widely accepted 
meaning or exact definition and referred to the term as:
... all those activities undertaken by teachers, and/or by their students, which 
provide information to be used as feedback to modify the teaching and learning 
activities in which they are engaged, (p. 7-8)
Irons (2008) later supported this interpretation and further simplified the 
ever-evolving definition of formative assessment:
Very simply, any task that creates feedback (information which helps a student 
learn formative activities) or feedforward (information which will help a 
student amend or enhance activities in the future) to students about their 
learning achievement can be called formative assessment, (p. 7)
On the other hand, Cizek (2010) contributed a more comprehensive, concrete 
definition o f the term, emphasizing the collaborative aspect between teachers and 
students:
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formative assessment refers to the collaborative processes engaged in by 
educators and students for the purpose of understanding the students’ learning, 
and conceptual organization, identification of strengths, diagnosis of 
weaknesses, areas for improvement, and as a source o f information that 
teachers can use in instructional planning and students can use in deepening 
their understandings and improving their achievement, (p. 6)
The Characteristics and Benefits of Formative Assessment
In this section I summarize the characteristics and benefits of formative 
assessment, in terms of improvement in student achievement, clear expectations, 
shared information, feedback, ownership of learning, and self- and peer assessment.
Improvement in student achievement. Cizek (2010) stated, “Formative 
assessment offers great promise as the next best hope for stimulating gains in student 
achievement” (p. 3). Formative assessment, which has a potential to produce 
unprecedented improvements in student achievement, holds the key to successful 
classroom assessment (Wiliam, 2008). I f  implemented effectively, formative 
assessment can raise students’ self-efficacy and perpetuate “a belief that all students 
have the potential to learn and to achieve” (Clarke, 2005, p. 3). Black and Wiliam 
(2001) have articulated this idea:
There is a body o f firm evidence that formative assessment is an essential 
feature o f classroom work and that development of it can raise standards. We 
know of no other way o f raising standards for which such a strong prima facie 
case can be made on the basis of evidence o f such large learning gains, (p. 13) 
One o f the advantages of formative assessment suggested by Black and Wiliam 
(2001) is that it helps the low achievers more than the rest and, as a result, raises 
overall attainment (Black & Wiliam, 2001). Stiggins (2005a) also emphasized that
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teachers must believe in all students’ potential to attain certain levels o f academic 
success and guide all students, not just some of them, toward the achievement of 
standards. He stated:
All students must come to believe that they can succeed at learning if  they try. 
They must have continuous access to evidence of what they believe to be 
credible academic success, however small. This new understanding has 
spawned increased interest in recent years in formative assessment. (Stiggins, 
2005a)
Inspired to increase both equity and quality in schools, Halbert and Kaser 
(2005, 2006) founded the Network of Performance Based Schools in BC in 1999, now 
renamed the Network of Inquiry and Innovation (NOII, 2012) in which teachers got 
together in voluntary communities of inquiry to focus on new forms o f classroom 
assessment to improve student learning. They recognized formative assessment as a 
critical component of a learning system. Deeply influenced by the research o f Paul 
Black and Dylan Wiliam (1998b) and that o f Loma Earl (2003) among others, they 
have been developing a network o f schools that approach improvement work with a 
spirit of inquiry. Formative assessment is practiced as a daily discipline in order to 
make genuine gains for the learners, including vulnerable learners. They believe that 
powerful forms of classroom assessment can positively impact learner confidence 
when teachers work as professional teams to serve their students (Halbert & Kaser, 
2006).
Clear expectations, shared information, and communication. Students can 
successfully attain learning goals only when they have a clear idea o f their goals, some 
sense of ownership, and abilities to assess their own progress (Black & Wiliam,
1998b). Marzano (2007) stated that teachers can offer students a greater opportunity
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for ownership when they expect their students to identify individual learning goals, by 
making intentions clear for them. Dean and her colleagues (2012) supported this idea: 
Being in a classroom without knowing the direction for learning is similar to 
taking a purposeless trip to an unfamiliar city. Teachers can set objectives to 
ensure that students’ journeys with learning are purposeful. When teachers 
identify and communicate clear learning objectives, they send the message that 
there is a focus for the learning activities to come. This reassures students that 
there is a reason for learning and provides teachers with a focal point for 
students planning instruction, (p. 2)
When teachers make learning objectives and intentions clear for students, students can 
better understand the connection between what they do in class and what they are to 
learn (Dean et al., 2012). Dean et al. (2012) suggested four recommendations for 
setting objectives in the classroom: (a) set learning objectives that are specific but not 
restrictive; (b) communicate the learning objectives to students and parents; (c) 
connect the learning objectives to previous and future learning; and (d) engage 
students in setting personal learning objectives (p. 5).
Halbert and Kaser (2006) emphasized the importance o f determined staffs 
working together supportively as professional teams and sharing learning intentions, 
criteria, and information to attain lasting learning gains. Their approach to formative 
assessment promotes information shared frequently through teacher-to-student 
communication. Brookhart and her colleagues (2008) stated: “This mutual 
communication empowers students, makes teachers more effective, and restores 
students’ natural love of learning” (p. 52).
Feedback. Feedback is a key component o f formative assessment. Formative 
assessment is interpreted as encompassing all those activities, undertaken by teachers
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and their students, which provide information to be used as feedback in order to 
modify the teaching and learning activities (Black & Wiliam, 1998a; Black et al.,
2003; Wiliam, 2007).
Feedback has improved student learning when it provides each student with 
specific guidance on strengths and weaknesses (Black & Wiliam, 1998b). Feedback 
provided in the process o f formative assessment especially helps students to be aware 
of the gaps between their desired goals and their current knowledge and skills and 
leads them to actions to achieve the goals (Boston, 2002). Providing feedback is a 
constant process where teachers give students information that facilitates them to have 
a better understanding o f what they are supposed to learn, what high-quality 
performance looks like, and what changes are needed to improve their learning (Hattie 
& Timperley, 2007). Some studies suggested that, when students are given explicit 
guidance by feedback to adjust their learning, a greater impact on achievement is 
expected and students are more likely to take risks with their learning and less likely to 
give up trying until they succeed (Brookhart, 2008; Hattie & Timperley, 2007).
In formative assessment, evidence about student learning is used to adjust 
instruction so that it will better meet student needs (Black & Wiliam, 1998a; Black et 
al., 2003; Wiliam, 2007). “A good feedback system clarifies the goal, responds to 
student work, and modifies instructions” (Varlas, 2012, p. 7). Feedback strategies are 
abundant and can vary in timing, amount, mode, and audience. Brookhart (2008) 
described the choices of feedback strategies and made recommendations for each 
choice based on research as shown in Table 2.
Iron (2008) pointed out that teachers should be careful in when, how, and why 
they are providing feedback. Feedback also needs to be timely, corrective, and focused 
on criteria (Irons, 2008; Dean et al., 2012). Furthermore, feedback should identify the
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knowledge that students are supposed to learn and offer information that makes it 
easier for them to know what they need to do in order to improve their performance 
(Dean et al., 2012). By learning to provide these types of feedback and engaging in 
feedback processes, the teacher may also be able to leam to build a classroom 
environment that promotes and supports learning (Dean et al., 2012).
Table 2
Feedback Strategies
Feedback 
Strategies Can 
Vary In ...
In These Ways ... Recommendations for Good Feedback
Timing • When given
• How often
• Provide immediate feedback for knowledge of facts
(right/wrong).
• Delay feedback slightly for more comprehensive
reviews o f student thinking and processing.
• Never delay feedback beyond when it would make
a difference to students.
• Provide feedback as often as is practical, for all
major assignments.
Amount • How many points
made
• How much about
each point
• Prioritize—pick the most important points.
• Choose points that relate to major learning goals.
• Consider the student's developmental level.
Mode • Oral
• Written
• Visual/demonstratio
n
• Select the best mode for the message. Would a
comment in passing the student's desk 
suffice? Is a conference needed?
• Interactive feedback (talking with the student) is
best when possible.
• Give written feedback on written work or on
assignment cover sheets.
• Use demonstration if "how to do something" is an
issue or if the student needs an example.
Audience • Individual
• Group/class
• Individual feedback says, "The teacher values my
learning."
• Group/class feedback works if  most o f  the class
missed the same concept on an assignment, 
which presents an opportunity for reteaching.
Note. Adapted from “How to Give Effective Feedback to Your Students,” by S. M. 
Brookhart, 2008, p. 5.
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Ownership of learning. Formative assessment also contributes to student 
ownership of learning more than any other classroom-based practice (Brookhart & 
Long, 2008; Moss & Brookhart, 2009). Ownership o f learning is one o f the most 
important concepts of formative assessment and its strategies are aimed at assisting 
students to take responsibility for their learning (Halbert & Kaser, n. d.). Brown and 
Cherkowski (2011) stated:
Learners who have achieved the ultimate goal, a sense of ownership, 
understand their unique strengths and needs and routinely identify personalized 
goals. Familiar with inquiry processes, these students can frame and pursue 
personally meaningful topics of investigation and share their discoveries in 
their own confident voice. They know what they want to work on next and 
their learning has been energized by the ability to make these choices, (p. 61) 
Ownership of learning is the ultimate goal o f the six big ideas in formative 
assessment that Kaser and Halbert shared with their Network o f  Performance Based 
Schools members, now renamed Networks o f  Inquiry and Innovation (Kaser & Halbert, 
2012). It is also the goal that I aspire to achieve in my study through implementing 
formative assessment. I will develop strategies and conduct my study based on this 
concept in order to develop students and teachers as learners with ownership of their 
learning.
Intrinsic motivation. The consideration o f student motivation is vital when 
determining what and how much students know and can do. Motivation has been a 
primary area of research in psychology. It relates to all features of activation and 
intention such as “energy, direction, persistence, and equifinality” (Ryan & Deci, 2000, 
p. 69), or “the ability of a system to attain the same final result from many different 
initial conditions” (Ansari, 2004, p. 7), and is highly appreciated because of the
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positive consequences for student achievement that increased motivation produces 
(Ryan & Deci, 2000). One specific type o f motivation that has been significantly 
researched is intrinsic motivation. Deci and Ryan (1985) referred to intrinsic 
motivation as non-drive-based motivation, suggesting, “energy is intrinsic to the 
nature o f the organism” (p. 5). Intrinsic motivation refers to “doing an activity for the 
inherent satisfaction of the activity itself’; in contrast, extrinsic motivation refers to 
“the performance of an activity in order to attain some separable outcome” (Ryan & 
Deci, 2000, p. 71). Stipek (1988) defined intrinsic motivation as “motivation to engage 
in an activity in the absence o f any extrinsic reward” (p. 84). Intrinsic motivation 
theorists maintain that human beings are, by nature, inclined to advance skills and be 
involved in learning-related activities; people learn most efficiently “when they see 
themselves as engaging in learning behavior for their own intrinsic reasons -  because 
they want to rather than they have to” (Stipek, 1988, p. 59). Research suggested that 
people whose motivation is authentic have more interest, excitement, and confidence 
than those who are merely externally motivated, and as a result, they are likely to 
develop further in their performance, persistence, creativity, vitality, self-esteem, as 
well as their well being (Ryan & Deci, 2000). If students work on tasks for intrinsic 
reasons, they are more likely to enjoy and acquire learning than working for extrinsic 
reasons. Stipek (1988) pointed out four perspectives on intrinsic motivation:
human beings (1) are innately disposed to seek opportunities to develop 
competencies; (2) are naturally curious about novel events and activities that 
are somewhat discrepant from their expectations; and (3) have an innate need 
to feel that they are autonomous and engaging in activities by their own 
volition.. ..and (4) [can be socialized by others] to certain achievement-related 
values, (p. 60)
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Stipek (1988) pointed out that intrinsic motivation can play an important role 
in students’ classroom learning but teachers cannot totally rely on it as a motivator that 
gets the students started with a certain task with an initial interest. Ryan and Deci 
(2000) also referred to intrinsic motivation as “the inherent tendency to seek out 
novelty and challenges, to extend and exercise one’s capacities, to explore, and to 
learn” (p. 70) and pointed out, “the maintenance and enhancement o f this inherent 
propensity requires supportive conditions” (p. 70) because it can be easily disrupted by 
various non-supportive conditions. Therefore, it is important for teachers to gain 
knowledge and develop skills to create supportive conditions in order to maintain and 
enhance students’ intrinsic motivation. In this study, I aspired to nurture intrinsic 
motivation in my students through the use of rubrics as formative assessment tools and 
a description of the knowledge and skills that I gained will be an important part o f my 
data analysis and findings.
On the other hand, people are constantly moved by various external factors in 
their daily lives, such as grades, scores, reward systems, salaries, evaluations, or even 
possible punishments. Ryan and Connell (1989) proposed that extrinsic motivation 
could vary significantly in its relative autonomy. Students who study a certain subject 
or do homework because they personally recognize its importance for their chosen 
future career are extrinsically motivated, as are those who study hard because their 
teachers or parents tell them to (Ryan & Deci, 2000). Both cases entail 
instrumentalities instead of pure “enjoyment of the work itself’ (p. 71). However, the 
former case involves personal approval and a feeling of choice, while the latter implies 
obedience to an external regulation (Ryan & Deci, 2000). Self-determination theory, 
which represents an extensive framework for the research o f human motivation and 
personality, proposes three essential factors to be addressed to foster a high quality o f
FORMATIVE ASSESSMENT IN JAPAN 34
individual motivation and engagement for activities: autonomy, competence, and 
relatedness (Ryan & Deci, 2000). It is worthwhile, especially in a field o f  education, 
to address the issue of how to promote autonomous regulation for extrinsically 
motivated behaviors. Ryan and Deci (2000) suggested that support for autonomy may 
enable individuals to transform external values as their own when they seize and 
synthesize their meaning in terms of personal goals and values, in a deep, holistic 
process “facilitated by a sense o f choice, volition, and freedom from excessive 
external pressure toward behaving or thinking a certain way” (p. 74).
Self- and peer assessment. Self-assessment by students is an essential part of 
formative assessment and can be effective in order for students to understand the main 
purposes of their learning and to grasp what they need to achieve (Black & Wiliam, 
1998b). It is a student-centered approach that can encourage the student to become 
directly involved in learning as a primary user of the information for self-monitoring 
and goal setting. Earl’s (2003) conception o f one aspect o f formative assessment, 
assessment as learning, also describes these behaviors and attitudes. This use occurs 
through “the integration of cognitive abilities with motivation and attitude toward 
learning” (O’Malley & Pierce, 1996, p. 5; Stiggins, 2005b). Black and Wiliam (1998b) 
proposed:
self-assessment by pupils, far from being a luxury, is in fact an essential 
component o f  formative assessment. When anyone is trying to learn, feedback 
about the effort has three elements: recognition of the desired goal, evidence 
about present position, and some understanding o f a way to close the gap 
between the two. All three must be understood to some degree by anyone 
before he or she can take action to improve learning, (p. 143)
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Clear rubrics can be used to make self-assessment and peer assessment 
effective because criteria are made public and students know in advance how their 
work will be assessed; therefore, students can use the criteria to regulate the quality of 
their work as they produce it (Office of Learning and Teaching, n. d.; O ’Malley & 
Pierce, 1996). In this study, I explored how to use rubrics to facilitate self-assessment 
with my students in my classroom.
Balance between Formative and Summative Assessment
Summative assessment is defined as “any assessment activity which results in 
a mark or grade which is subsequently used as a judgment on student performance” 
(Irons, 2008, p. 7). McMillan (2007) suggested, “summative assessment is more 
formal and occurs after instruction is completed” (p. 17). Although education in 
Japanese high schools focuses heavily on summative assessment, a shift to formative 
assessment may be helpful. However, it is not advisable to do away with summative 
assessment all together. Rather, as McMillan noted, both are required for effective 
teaching. Teachers and learners may benefit from adjusting the balance o f formative 
and summative assessment. Earl described this readjustment as an inverted pyramid, 
with the traditional base of summative assessment or assessment of learning replaced, 
in current practice, with a solid base o f assessment as learning, or student 
self-assessment, self-monitoring, and goal-setting (Earl & Katz, 2006).
Formative Assessment in Japan
Educational assessment has been the center o f discussion in the past decades 
among Japanese educators and educational policy makers. The term formative 
evaluation was formally introduced to Japan in 1972 when Kajita and his colleagues 
(1973) translated a part o f Handbook on formative and summative evaluation o f  
student learning (Bloom, Hastings, & Madaus, 1971) into Japanese to introduce
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Bloom’s evaluation theory. Their Japanese translation of the term formative 
assessment, keiseiteki-hyouka, was controversial at that time because other researchers 
had their own different ideas (Kajita, 1986). As the competitiveness o f entrance exams 
and cramming education were widely criticized, many educators pointed out the need 
to rethink conventional evaluation methods. The 2003 course of study introduced a 
shift from norm-referenced assessment to criterion-referenced assessment (MEXT, 
2003a). (However, norm-referenced assessment is still widely used to give students 
grades in many schools at the end o f each semester.) An increasing number o f studies 
focus on formative assessment or evaluation in the Japanese educational settings (Imai, 
2011; OECD Center for Educational Research and Innovation, 2008). In Japanese, 
there used to be no differentiation between the terms evaluation and assessment; we 
usually used the same word, hyoka, for the translation of the two words in the 
educational settings. OECD Center for Educational Research and Innovation (2008) 
differentiated formative assessment and evaluation for the first time in Japanese when 
they published the translated version o f Formative assessment: Improving learning in 
secondary classrooms. They used the English word assessment in Japanese translation 
without using the Japanese word, hyoka and translated the term formative assessment 
into keiseiteki assessment in Japanese.
A few studies can be found on implementing rubrics as formative assessment 
tools in classrooms in Japan from elementary to post secondary levels (Ando, 2012; 
Tanaka, 2003; Toyama, n. d.; Yamanashi Prefectural Educational Center, 2003; Yano, 
2008). However, I have been unable to find literature on implementing rubrics as a 
formative assessment tool in English language classes at high schools in Japan. Thus, I 
hope my study will make an important contribution to begin the conversation about 
this approach to teaching in Japan.
FORMATIVE ASSESSMENT IN JAPAN 37
Rubrics as Assessment Tools 
The word rubric derived from ruber, a Latin word meaning red. The Oxford 
Dictionary says that in late Middle English rubrish, from Latin rubrica, referred to a 
heading or section of text written in red for distinctiveness. This started in the work of 
Christian monks who thoroughly duplicated sacred books and initiated each section of 
literature with a large red letter to distinguish it from other portions (Popham, 1997; 
Stevens & Levi, 2005). A title page, or the part with the date and place o f printing, 
was written in red (Stevens & Levi, 2005). The red color was also connected to an 
authoritative rule. In medieval times, a rubric was a set of rules and directions for the 
conduct of a liturgical service typically written in red (Stevens & Levi, 2005; Wiggins, 
1998). Thus the word rubric came to mean an authoritative standard that instructs 
people (Wiggins, 1998).
Definitions of Rubrics
A few decades ago, educators began to use the word rubric in a new meaning: 
a rubric as an assessment standard, a set o f scoring guidelines for assessing students’ 
work or performance. According to Stevens and Levi (2005), “at its most basic, a 
rubric is a scoring tool that lays out the specific expectations for an assignment” (p. 3). 
A rubric is “the written criteria by which a student product or performance will be 
judged” (Arter & Chappuis, 2006, p. 163). Brualdi (2002) defined a rubric as “a rating 
system by which teachers can determine at what level of proficiency a student is able 
to perform a task or display knowledge o f a concept” (p. 11). Montgomery (2002) 
gave a more complete definition:
A rubric is a scaling process developed for and in conjunction with 
assessments that contains proficiency levels with clearly specified criteria. The 
criteria, known in advance by the students, provide descriptions o f each level
FORMATIVE ASSESSMENT IN JAPAN 38
of performance in terms of what students are able to do. Process, progress, and 
product may all be evaluated by means o f rubrics, (p. 35)
Wiggins (1998) also defined rubrics in terms of what questions they answer:
A rubric is a set o f scoring guidelines for evaluating students’ work. Rubrics 
answer the following questions: By what criteria should performance be 
judged? Where should we look and what should we look for to judge 
performance success? What does the range in the quality of performance look 
like? How do we determine validly, reliably, and fairly what score should be 
given and what that score means? How should the different levels o f quality be 
described and distinguished from one another? (p. 154)
Authors of an OECD Policy Brief (2005) defined rubrics as “specific 
guidelines with criteria to evaluate the quality of student work, usually on a point 
scale,” noting that “students may use rubrics to judge their own work, and to edit and 
improve it” (p. 3). Taggart and her colleagues (2001) broadened this definition, 
suggesting that the “scoring rubrics offer very exacting definitions of the outcomes 
being evaluated” and “how to teach and what to focus on in the instructional process is 
embodied by these rubrics or rules” (p. 3). A rubric helps teachers to refine their 
teaching methods by providing not only criteria to evaluate student work but also a 
guide of what to focus on in the process o f learning (Stevens & Levi, 2005).
Cooper (2010) identified eight Big Ideas in assessment, which are applicable to 
all secondary grades. As the Big Idea 7, he stated: “Performance standards are an 
essential component of effective assessment. In a standards-based system they must be 
criterion-referenced (absolute), not norm-referenced (relative)” (p. 7). He pointed out 
“the use o f rubrics and student exemplars are indicative of jurisdictions where 
criterion-referenced standards are in place” (p. 7). Wiliam (2006b) also emphasized
FORMATIVE ASSESSMENT IN JAPAN 39
the importance of clear criteria, stating that many students do not understand what it is 
they are meant to be doing in class and that they do not understand the criteria for 
success, and so are unable to produce high-quality work. Hammerman (2009) clearly 
stated the reason educators use rubrics:
Rubrics enable teachers to abandon subjective evaluation methods and replace 
them with carefully constructed instruments that communicate more clearly 
expectations for learning, and to identify students’ strengths and weaknesses 
related to important learning goals, (p. 19)
Rubrics are intended to shift instruction from teacher-centered criteria to 
student-centered criteria (Taggart et al., 2001). A good rubric with student-centered 
criteria can provide students with a clear guide for self- and peer assessment. To get 
students involved in their learning and interested in rubrics, teachers may have 
students evaluate their own work by using a rubric and “justify that score by writing a 
letter to the teacher explaining their judgments” (Quinlan, 2006, p. 189). Teachers may 
also apply this activity to peer assessment. It is also suggested that students help to 
develop rubrics with which they will be scored so that all the students can eventually 
take ownership o f rubrics (Glickman-Bond & Rose, 2006). Rubrics can also be 
powerful learning motivators presenting expectancy for success and achievement 
values (Taggart, et al., 2001). Rubrics with criteria for success can help students take 
ownership of their learning when used by students to assess their own work (Leahy, 
Lyon, Thompson, & Wiliam, 2005). Other advantages of rubrics include providing 
timely feedback, preparing students to use detailed feedback, encouraging critical 
thinking, and facilitating communication with others (Stevens & Levi, 2005).
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Two Types of Rubrics: Holistic and Analytic
There are two basic types of rubrics: holistic and analytic. The type o f rubric to 
be used in each situation depends on the purpose o f the assessment.
Holistic rubrics. A holistic rubric is the one with a single scale and is used to 
assess the overall performance of a student across the performance criteria (Airasian, 
2005) (see Table 3). It supports broader judgments on the quality of the process or the 
product and requires teachers to look at the process and product as a whole without 
looking at components separately (Moskal, 2000; Nitko, 2001). The overall quality of 
the student’s work or response is judged, for example, excellent, proficient, marginal, 
or unsatisfactory (Perlman, 2003). Moskal (2000) suggested that a holistic rubric 
might be more preferable to an analytical rubric when it is not possible to divide an 
evaluation into independent factors or when there is an overlap between the criteria set 
for the evaluation of the different factors. Holistic rubrics are probably more suitable 
when tasks require students to create a certain sort o f response and where there is not a 
definitive correct answer (Nitko, 2001). The use o f a holistic rubric is suitable for 
“quick snapshot of overall status or achievement” (Arter & McTighe, 2001, p. 25) and 
can provide a quicker scoring process than the use o f an analytic rubric (Nitko, 2001). 
However, it is pointed out that a holistic rubric is not as good for identifying strengths 
and weaknesses and planning instruction (Arter & McTighe, 2001). The limitation is 
that this type of rubric requires teachers to examine students’ overall product or 
performance only once and can only provide limited feedback to the student due to the 
nature of this scoring approach (Mertler, 2001).
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Table 3
Template fo r  Holistic Rubrics
41
Score Description
5 Demonstrates complete understanding o f the problem. All requirements of 
task are included.
4 Demonstrates considerable understanding of the problem. Almost all 
requirements of task are included.
3 Demonstrates partial understanding of the problem. Most requirements of 
task are included.
2 Demonstrates little understanding o f the problem. Many requirements o f task 
are missing.
1 Demonstrates no understanding o f the problem. Most requirements o f task 
are missing.
0 No response/ task not attempted.
Note. Adapted from “Designing Scoring Rubrics for Your Classroom,” by C. A.
Mertler, 2001, Practical Assesment, Research & Evaluation, 7(25), p. 2.
Analytic rubrics. Analytic rubrics, on the other hand, use two or more 
scales and are used to “assess individually each performance criterion stated in the 
rubric” with each criterion rated separately, using different levels of performance 
(Airasian, 2005, p. 253) (see Table 4). When using analytic rubrics, teachers usually 
score separate, individual parts of the product or performance first and then sum up the 
individual scores to obtain a total score (Moskal, 2000; Nitko, 2001).
Moskal (2000) stated that using analytic rubrics does not eliminate the 
possibility of a holistic factor and suggested that holistic judgments be built into 
analytical rubrics as one of the score categories. In this case, however, the limitation 
would be the difficulty of avoiding overlap between the criteria set for the holistic 
judgment and the other evaluated factors; thus, the evaluator should be careful not to 
severely penalize students for a given mistake (Moskal, 2000). Another limitation 
would be that the use of analytic rubrics could make scoring process slower (Mertler,
2001). In order to evaluate several different skills or characteristics individually on 
analytic rubrics, evaluators often need to read students’ product more than once.
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Table 4
Template fo r  Analytic Rubrics
42
Beginning 1 Developing 2 Accomplished 3 Exemplary 4
Criteria #1 Description 
reflecting 
beginning level 
of performance
Description 
reflecting 
movement 
toward mastery 
level of 
performance
Description 
reflecting 
achievement of 
mastery level of 
performance
Description 
reflecting 
highest level of 
performance
Criteria #2 Description 
reflecting 
beginning level 
of performance
Description 
reflecting 
movement 
toward mastery 
level of 
performance
Description 
reflecting 
achievement of 
mastery level of 
performance
Description 
reflecting 
highest level of 
performance
Criteria #3 Description 
reflecting 
beginning level 
of performance
Description 
reflecting 
movement 
toward mastery 
level of 
performance
Description 
reflecting 
achievement of 
mastery level of 
performance
Description 
reflecting 
highest level of 
performance
Criteria #4 Description 
reflecting 
beginning level 
of performance
Description 
reflecting 
movement 
toward mastery 
level of 
performance
Description 
reflecting 
achievement of 
mastery level of 
performance
Description 
reflecting 
highest level of 
performance
Note. Adapted from “Designing Scoring Rubrics for Your Classroom,” by C. A. 
Mertler, 2001, Practical Assesment, Research & Evaluation, 7(25), p. 2.
However, there is a substantial advantage to this type o f rubric: it can provide a 
significant amount of feedback to students (Mertler, 2001). Perlman (2003) pointed 
out that holistic scoring is often more efficient but analytic scoring generally provides 
more details that can be more useful. Analytic rubrics are “often the most useful for 
shaping student learning” (Reeves, 2011, p. 142). Students can receive feedback from 
their teacher on each criterion regarding their product or performance and utilize it to 
improve their performance, which may not occur as naturally with the use o f holistic 
rubrics.
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Analytic rubrics may be more effective for English classrooms because they 
are suitable for planning instruction, teaching students the nature of a quality product 
or performance, presenting detailed feedback to students or parents, and describing 
complicated skills or performances (Arter & McTighe, 2001). I chose to use analytic 
rubrics in this study because my intentions were to promote student learning by giving 
students detailed feedback and information about their work.
Construction of Rubrics
Stevens and Levi (2005) proposed four key stages in constructing rubrics: (a) 
reflecting; (b) listing; (c) grouping and labeling; and (d) application. Through the 
development and use of rubrics appropriate for Japanese settings, I hoped to give 
students a clear idea of what they were learning and help them to become owners of 
their learning.
Mertler (2001) provided more comprehensive steps for designing rubrics: (a) 
re-examine the learning objectives to be addressed by the task; (b) identify specific 
observable attributes that you want to see your students demonstrate in their product, 
process, or performance; and (c) brainstorm characteristics that describe each attribute. 
For holistic rubrics, Mertler recommended writing thorough narrative descriptions for 
excellent work and poor work, incorporating each attribute into the description. And 
for analytic rubrics, writing thorough narrative descriptions for excellent work and 
poor work for each individual attribute. For holistic rubrics, this author suggested 
completing the rubric by describing other levels on the continuum that ranges from 
excellent to poor work for the collective attributes. Analytic rubrics can be completed 
by describing other levels on the continuum that ranges from excellent to poor work 
for the collective attributes. The final step is to collect samples of student work that 
exemplify each level and revise the rubric, as necessary (p. 5).
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Advantages and Disadvantages of Rubrics
The benefit of using a rubric rather than weighed scores is that rubrics offer a 
description of what is expected at each score level and students may be able to use this 
information to improve their performance (Moskal, 2000). By developing a 
pre-defined scheme for the evaluation process, the subjectivity involved in evaluating 
an essay becomes more objective. However, Popham (1997) stated that, “the vast 
majority of rubrics are instructionally fraudulent” (p. 73). He pointed out four 
“flagrant flaws” that are all too common in rubrics: (a) task-specific evaluative 
criteria; (b) excessively general evaluative criteria; (c) dysfunctional detail; and (d) 
equating the test of the skill with the skill itself. I f  the rubric is too general, students 
will not understand how to use it. Also, if  it is good for only one task, it is o f limited 
use and it takes too much time for teachers to make a new one for each task; students 
as well will be unfamiliar with the criteria each time. He suggested that a rubric 
contain three to five evaluative criteria and “each evaluative criterion must represent a 
key attribute of the skill being assessed” (p. 73).
Kohn (2006) also criticized a rubric as “a tool to promote standardization, to 
turn teachers into grading machines or at least allow them to pretend that what they are 
doing is exact and objective” (p. 12). Mabry (1999) analyzed rubrics as having the 
“power to undermine assessment” (p. 674) and acting as “an agent o f standardization” 
(p. 676) in association with traditional standardized testing. Standardization is not 
always viewed as positive. I will be alert to the possible negative effects o f using 
rubrics for consideration in my analysis.
Metacognition
The term metacognition can be defined as “knowledge of one’s own thought 
process” (Earl & Katz, 2006, p. 41) and has been used to refer to “knowledge about
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how we perceive, remember, think, and act” or “what we know about what we know” 
(Metcalfe & Shimamura, 1994, p. xi). The view that metacognition involves “the 
monitoring of performance in order to control cognition” has been dominant in 
psychology (Reder, 1996, p. ix). The field of metacognition has been progressing and 
a variety of scientific questions surrounding this term have been investigated and 
answered (Metcalfe & Shimamura, 1994). In the educational field, the dimensions o f 
metacognition range from knowledge o f cognition, including “knowledge about 
ourselves as learners and what influences our performance” (p. 41) and learning 
strategies, to regulation of cognition, including setting goals, self-monitoring and 
testing, and regulatory process of learning (Earl & Katz, 2006). Metacognition is 
regarded as “self-appraisal and self-regulation process used in learning, thinking, 
reasoning, and problem solving” (O’Malley & Pierce, 1996, p. 239). These elements 
of metacognition, described as assessment as learning by Earl and Katz (2006), may 
have potential to lead to students’ ownership of their learning. The challenge will be to 
encourage students to attend to feedback provided by the teacher and their peers, with 
reference to criteria organized in a rubric, to exercise metacognition and revise their 
work or work habits accordingly.
Assessment fo r  Learning 
The term assessment fo r  learning was coined by the Assessment Reform Group 
(1999) in its pamphlet Assessment fo r  Learning: Beyond the Black Box (Stiggins, 
2002). Assessment fo r  learning is designed to make students’ understanding visible 
and to provide teachers with information to modify their teaching practice and the 
learning work for their students (Earl, 2003, n. d.; Earl & Katz, 2006). “Student 
involvement and peer construction of learning” (Montgomery & McDowell, 2008, p.
2) are the crucial part of assessment fo r  learning. The key purposes o f this assessment
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are to enable teachers to decide next steps in developing student learning (Earl & Katz, 
2006) as well as “to foster student development through encouraging students to 
develop skills in evaluating, judging and improving their own performance” 
(Montgomery & McDowell, 2008, p. 2). These skills as self-assessors, which may be 
developed through assessment fo r  learning, are crucial to autonomous learning and to 
students’ future independence as professionals and life-long learners (Boud & 
Falchikov, 2006).
Assessment fo r  learning takes place throughout the learning process and 
focuses on improving learning rather than measuring it (Cowie, 2005; Earl & Katz, 
2006). Leahy, Lyon, Thompson, and Wiliam (2005) emphasized five 
assessment-for-leaming strategies: (a) clarifying and sharing learning intentions and 
criteria for success; (b) engineering effective classroom discussions, questions, and 
learning tasks; (c) providing feedback that moves learners forward; (d) activating 
students as the owners of their own learning; and (e) activating students as 
instructional resources for one another (Wiliam, 2006a, 2006b, 2008).
McDowell and her colleagues (2005) identified six key conditions for the 
support of Assessment fo r  Learning (AfL) through a learning environment that:
(1) emphasises authenticity and complexity in the content and methods o f 
assessment rather than reproduction of knowledge and reductive measurement;
(2) uses high-stakes summative assessment rigorously but sparingly rather than 
as the main driver for learning;
(3) offers students extensive opportunities to engage in the kinds o f tasks that 
develop and demonstrate their learning, thus building their confidence and 
capabilities before they are summatively assessed;
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(4) is rich in feedback derived from formal mechanisms e.g. tutor comments on 
assignments, student self-review logs;
(5) is rich in informal feedback e.g. peer review of draft writing, collaborative 
project work, which provides students with a continuous flow o f feedback on 
‘how they are doing’;
(6) develops students’ abilities to direct their own learning, evaluate their own 
progress and attainments and support the learning of others, (p.3)
Although some researchers use the terms formative assessment and assessment 
fo r  learning interchangeably, others argue that they are not the same (Stiggins, 2002; 
Wiliam, 2009). Wiliam (2009) distinguished assessment fo r  learning from formative 
assessment by its purpose: the term assessment fo r  learning talks about “the purpose of 
the assessment,” while the term formative assessment talks about “the function it 
actually serves” (p. 9). Cowie (2005) also pointed out: “Assessment fo r  learning 
becomes formative when information about learning is used by teachers and pupils to 
modify or adapt the teaching and learning activities in which they are engaged” (p.
137). However, in my opinion, purpose and function are inseparable when teachers 
discuss and actually use assessment, and the distinction between assessment fo r  
learning and formative assessment is not obvious or relevant. Therefore, for the 
purpose o f this study, I will not clearly separate assessment fo r  learning from 
formative assessment, but use them interchangeably.
Assessment as Learning 
Assessment as learning puts its main focus on students. It is conducted to guide 
and provide chances for all students to monitor and critically reflect on their learning 
and to identify next steps (Earl & Katz, 2006). Having students advance and monitor 
their own learning goals is its key element (Office o f Learning and Teaching, n. d., p.
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4). Therefore, assessment as learning is closely related to the concept o f metacognition. 
Earl and Katz (2006) defined it as “assessment as a process o f metacognition” (P. 41) 
for students and stated that its ultimate goal is “for students to acquire the skills and 
the habits of mind to be metacognitively aware with increasing independence” (p. 42). 
Assessment as learning focuses on the student becoming a self-monitoring assessor, 
but the teacher’s role as a model and a provider of feedback are important for the 
student’s successful learning. The concepts of formative assessment encompass those 
of both assessment fo r  learning and assessment as learning. I combined these types of 
assessment to implement formative assessment in Japanese classrooms.
Assessment o f  Learning 
Assessment o f  learning is assessment used to “confirm what students know, 
demonstrate whether or not they have met curriculum outcomes or the goals o f  their 
individualized programs, or to certify proficiency and make decisions about students’ 
futures” (Earl & Katz, 2006, p. 55). Assessment p/learning is typically conducted at 
the end of something such as a unit, a course, and a grade and usually takes the form 
of tests or exams (Earl, n. d., p. 4). Stiggins distinguished assessment o f  learning from 
assessment fo r  learning: assessments o f  learning determines the status of learning and 
provides evidence of achievement and assessment fo r  learning serves to help students 
learn more and promote greater learning (Stiggins, 2002). In spite of these differences, 
it is worthwhile noting that assessment o f  learning and assessment fo r  learning 
(Stiggins, 2002; 2007) are another way to describe formative and summative 
assessments, two approaches to student achievement information that need to be 
balanced. Ideally, students who participate in assessment fo r  learning will be 
motivated to improve their learning, so that assessment o/leaming will yield more 
favorable results.
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Invitational Leader
Invitational leadership is based on a model of practice called invitational 
theory, which “is a collection of assumptions that seek to explain phenomena and provide 
a means of intentionally summoning people to realize their relatively boundless potential 
in all areas of worthwhile human endeavor” (Purkey, 1992, p. 5). Invitational leadership 
is based on four principles, which are respect, trust, optimism, and intentionality 
(Purkey & Siegel, 2002).
Purkey and Siegel (2002) stated that “invitational leadership involves a 
generous and genuine turning toward others in empathy and respect, with the ultimate 
goal of collaborating with them on projects of mutual benefit” (p. 4). Instead of trying 
to control others, an invitational leader seeks to collaborate with others. The 
invitational leader does not try to stress the divide between leader and follower but 
sees others as his or her associates. According to Purkey and Siegel (2002), “The 
emphasis shifts from command and control to cooperation and communication, from 
manipulation to cordial summons, from exclusiveness to inclusiveness, from 
subordinates to associates” (p. 4). Invitational leaders enroll and encourage others by 
summoning them warmly to realize their potential (Purkey & Siegel, 2002). In my 
research, I aspired to an ideal o f invitational leadership, respecting and collaborating 
with my colleagues and students to improve our learning together, instead o f forcing 
or controlling them. Invitation leadership is appropriate for teacher leaders and for 
building a sustainable learning community. The important attributes for teacher 
leaders are the ability to collaborate with others and to be respected by their colleagues 
for their own instructional skills as well as to be respectful o f others’ views; effective 
teacher leaders also display open-mindedness, optimism, enthusiasm, confidence, and 
decisiveness (Danielson, 2007). Thus, the ideas of the informal leader are compatible
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to those of the invitational leader in many ways. Further, these ideas common in 
invitational leaders and teacher leaders are also essential to build a sustainable learning 
community, where collaboration, respect, and trust among the members are vital.
Implementing Change
Making a change in any school culture is challenging. Fullan (2001) described 
a framework of organizational and educational leadership and provided plans for 
leading change. He defined five components of leadership that represent independent 
but mutual reinforcing forces for positive change: (a) moral purpose; (b) 
understanding the change process; (c) building relationships; (d) knowledge creation 
and sharing; and (e) coherence making (Fullan, 2001).
The first component of leadership is moral purpose, which Daly and Speedy
(2004) define as “the moral intention to achieve something moral” (p.92), or “a moral 
vision keyed to the achievement o f certain desirable moral ends” (p.93). Fullan (2001) 
stated that an important end in education is to make a difference in the lives of 
students and society as a whole but the means of getting to that end are also crucial; if 
you do not treat others well, you will be a leader without followers. Fullan argued that 
every leader must have and work on improving his or her moral purpose to be 
effective and pointed out: “although moral purpose is natural, it will flourish only if 
leaders cultivate it” (p.27). Moreover, moral purpose must be accompanied by 
strategies, which include the leadership actions that energize people to pursue a 
desired goal.
Second, understanding the change process is essential for leaders to be 
effective (p.5). Leaders cannot plan or implement a change if  they do not understand 
the change process. Marzano and his colleagues (2005) reinforced this idea: “the more 
one knows about the inner workings o f an organization, the more one is able to lead
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and manage that organization” (p.64). Change requires leaders to know what is 
happening at school and what is going on among teachers and students.
Third, relationships are inarguably crucial in a culture of change. Fullan (2001) 
pointed out that “you cannot get anywhere without them” (p.51), stating that success is 
actually caused by the relationships and that relationships make the difference. He also 
discussed the importance of creating school-wide professional learning communities 
because the professional development or training o f individuals or even small teams 
will not be sufficient.
Fourth, knowledge creation and sharing is closely related to three previous 
themes. Drawing several examples of useful educational strategies such as 
intervention and peer networks, instructional consulting services, and assessment for 
learning, Fullan (2001) pointed out, “most organizations have invested heavily in 
technology and possible training, but hardly at all in knowledge sharing and creation” 
(p.79). He argued that when it attempts to transfer and use the knowledge, the 
organization often struggles and emphasized the importance o f relationships in order 
to share knowledge because individuals must rely on others to listen and react to their 
ideas in order to share personal knowledge.
Finally, because we live in complex societies that generate overload, effective 
leaders must always work on connectedness and coherence making (Fullan, 2001,
2002). He emphasized the importance of avoiding overload and being persistent as a 
leader who implements change in school. Especially in a busy school culture that 
constantly generates overload, I need to try to keep the change manageable and 
coherent with other initiatives.
Implementing formative assessment sustainably and on a broader scale in 
Japanese schools would require change in teaching strategies as well as school cultures.
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Fullan (2007) stated educational change is not a single entity but it is multidimensional. 
He pointed out three components or dimensions at stake in implementing a new 
program or policy: (a) “the possible use o f new or revised materials” ; (b) “the possible 
use of new teaching approaches”; and (c) “the possible alternation of beliefs” (p. 30). 
All three aspects of change are essential because they together represent the means to 
reach particular educational goals. I understand that it is important to keep these three 
components and the framework for leadership in a culture o f change in mind as I begin 
to initiate change on a limited scale.
Theoretical Fram ew ork: Learning Community 
Senge (1990) introduced his theory o f learning organizations with a reference 
to Deming’s description of how traditional organizations were failing:
Our prevailing system of management has destroyed our people. People are 
bom with intrinsic motivation, self-respect, dignity, curiosity to leam, joy in 
learning. The forces of destruction begin with toddlers -  a prize for the best 
Halloween costume, grades in school, gold stars -  and on up through the 
university. On the job, people, teams, and divisions are ranked, reward for the 
top, punishment for the bottom. Management by Objectives, quotas, incentive 
pay, business plans, put together separately, division by division, cause further 
loss, unknown and unknowable. (Deming, as cited in Senge, 1990, p.xii)
Similar thinking applied to schools prompted Mitchell and Sackney (2000) to 
combine the theory of learning organizations with the notion of professional 
community (Louis, Marks, & Kruse, 1996) to describe sustainably effective schools as 
learning communities. I have chosen learning community theory as the theoretical 
framework for this study because effective and sustainable implementation o f 
formative assessment requires the learning and collaboration o f many individuals
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(Fullan, 2007). In the literature, the term learning communities is defined in diverse 
ways and used in various situations. Mitchell and Sackney (2000) drew on Senge’s 
idea of a self-renewing organization but combined it with the notion o f the 
professional communities, collegial relationships among adults, which were found to 
exist in improving schools. Mitchell and Sackney defined a learning community as “a 
group of people who take an active, reflective, collaborative, learning-oriented, and 
growth-promoting approach toward the mysteries, problems, and perplexities of 
teaching and learning” (p. 9). A key feature of sustainable learning communities, as 
described by these authors, is that learning that has been acquired by individuals 
becomes a part o f the organizational culture and endures long after individuals have 
moved on. Thus, the organization itself can be said to have learned (Mitchell & 
Sackney, 2000). Kilpatrick and her colleagues (n. d.) explored the way in which 
learning communities are defined and stated their own definition as follows:
Learning communities are made up of people who share a common purpose. 
They collaborate to draw on individual strengths, respect a variety of 
perspectives, and actively promote learning opportunities. The outcomes are 
the creation of a vibrant, synergistic environment, enhanced potential for all 
members, and the possibility that new knowledge will be created, (p. 11)
The philosophical foundation of learning community theory is rooted in deep 
ecology (Capra, 1996), a new paradigm with a holistic worldview that sees “the world 
as an integrated whole rather than a dissociated collection o f parts” (p. 6). This 
philosophical perspective is rooted in “an appreciation of the totality o f patterns, 
relationships, actions, interactions, and mutual influences that emerge among and 
between people and the natural and constructed environments in which they live” 
(Mitchell & Sackney, 2009a, p. xi). Learning community theory, with this ecological
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perspective, looks at schools as living systems and regards education, teaching, and 
learning as deeply embedded ecologies, of which mutuality, interdependency, and 
interconnectedness are key properties (Mitchell & Sackney, 2009a).
In learning communities, learning is perceived as the center o f everything. In 
traditional schooling, however, student learning is controlled by the curriculum guide 
and examinations and timed by school schedules (Mitchell & Sackney, 2009a). 
Teachers tend to be in a transmission mode, presenting to the students the knowledge, 
skills, and attitudes outlined in the curriculum guide, under the pressure o f covering 
the required set of courses and preparing for examinations (p. 9). In traditional schools, 
all students are forced to learn certain things, which may not be related to their interest 
or their lives, without being given a chance to determine their own learning goals or to 
shape their learning outcomes; therefore, few students are motivated to learn (Mitchell 
& Sackney, 2009a). Learning community theory urges the shift from this traditional 
deficit model to a capacity-building one. Teachers with the capacity-building 
perception of the learning community view students more holistically and believe all 
individuals are fully competent to learn. Four aspects of the learning ecology, which 
are considered essential to building a high-capacity learning community, are cognitive, 
affective, structural, and cultural (Mitchell & Sackney, 2009a). It is necessary to gain 
awareness of these four aspects to enable students to feel successful and create a 
climate for learning and growth. Mitchell and Sackney (2009a) argues: “the learning 
community model, with its emphasis on increasing teachers’ capacities, holds great 
promise to enhance students’ school experiences and to support their learning” (p.
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The Characteristics of Learning Communities
Mitchell and Sackney (2009a) presented the commonly identified 
characteristics of schools that function as learning communities: (a) shared vision, 
values, and goals; (b) a collaborative work culture; (c) collective learning and shared 
understanding; (d) a focus on reflective practice and experimentation; (e) the presence 
o f knowledge systems and data-based decision making; (f) communities o f leaders; 
and (g) a culture of high trust. I briefly summarize the characteristics o f learning 
communities, regarding shared purposes, understanding, and values, capacity for 
learning, and cycles of actions and reflections, which I especially wanted to cultivate 
as I began to introduce the learning community concept in my school in Tokyo.
Shared purposes, understandings, and values. One o f the most important 
characteristics of a learning community is that members o f a group actively work and 
collaborate toward a common purpose. One basic structure o f a learning community is 
“a group of collaborative teams that share a common purpose” (p. 26); sharing a 
common purpose, understanding, mission, vision, and values is indispensable in a 
learning community (Dufour & Eaker, 1998). Teachers face various problems 
everyday and schools are full o f challenges. School improvement cannot be 
accomplished easily without these elements shared by the school staff and other 
people involved. One o f the key features is that the learning community brings 
“teachers out of the isolation o f their classrooms into relationship with their colleagues” 
(Mitchell & Sackney, 2009b, p. 14). In their community o f practice, they describe, 
discuss, and negotiate their individual understandings and commitments, which will 
eventually lead to common understandings and shared commitments.
Dufour and Eaker (1998) stated that guiding principles must be “embedded in 
the hearts and minds of people throughout the school” (p. 25). It is worthwhile noting
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Mitchell and Sackney (2009a) confirmed that “people throughout the school” in the 
perspective of learning community theory includes “the students, parents, and other 
community members who work in the school” (p. 26). They further stated that in this 
perspective, educators should consider themselves as co-learners who share 
educational spaces with children. Teaching and learning are deeply integrated 
processes, which means “educators and students are both learners and teachers” (p. 8). 
From this perspective, everyone in school is entitled to share visions, purposes, values, 
and understandings in a learning community.
Dufour and Eaker (1998) pointed out the various benefits of creating and 
developing a clear, shared vision of the school: Shared vision (a) “motivates and 
energizes people”; (b) “creates a proactive orientation”; (c) “gives direction to people 
within the organization”; (d) “establishes specific standards o f  excellence”; and (e) 
“creates a clear agenda for action” (p. 84). They stated that it is becoming more 
evident that hope for important school improvement is changing schools into 
professional learning communities (Dufour & Eaker, 1998). Implementing and 
sustaining formative assessment in a school, therefore, requires a transformation of 
school culture. It requires student learning to be at the centre o f shared purpose; active 
participation in the process o f its implementation and development is essential.
Capacity for learning. Another characteristic of a learning community is that 
focus should be on students’ learning; all learners should be considered to have 
potential to develop capacity for learning. A learning community should be based on 
“the assumption that the core mission o f formal education is not simply to ensure that 
students are taught but to ensure that they learn”: the focus should be shifted from 
teaching to learning (Dufour, 2004, p. 8). Mitchell and Sackney (2009a) reinforced 
this idea: “building a learning community means putting learning at the centre o f
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everything; it means taking an active, reflective approach to the educational questions 
and challenges that people face” (p. 30).
A learning community also involves building capacity for learning, among 
students as well as the adults who work with them. In a learning community that 
builds capacity, learners are not considered to be deficit but are regarded to be 
resourceful, interested, interesting, and academically capable (Hord, 1997; Sackney, 
Walker, & Mitchell, 2005). Learners have potential to be intrinsically motivated and to 
own their learning. From this point of view, learning proceeds naturally from the 
interest of each student or educator and the interactions within group members 
(Sackney, Walker, & Mitchell, 2005). These shared values and visions will lead the 
members of a school as a learning community toward a “binding norm o f behavior that 
the staff shares” (Hord, 1997, p. 19). Mitchell and Sackney (2009a) proposed the 
central features of building a sustainable learning community: (a) building people; (b) 
building commitments; (c) building schools; (d) enduring principles; and (f) living 
system, deep ecology. They emphasized that teachers should be aware they are in fact 
“the builders of the schools in which they work” (p. 194) and have the power to make 
the kind of schools where students can leam deeply and feel excited about their 
learning (Mitchell & Sackney, 2009a).
Cycles of action and reflection. Dufour and Eaker (1998) defined a learning 
community as a group of professionals who investigate common problems together in 
cycles o f action and reflection. These authors regarded collective inquiry as the engine 
of improvement and growth in a professional learning community. Ross, Smith, and 
Robert (1994) referred to their four-step cycle of professional inquiry as “the wheel of 
learning”. This cycle is comprised of public reflection, shared meaning, joint planning, 
and coordinated action. Teams o f educators share common meanings, make plans,
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conduct actions, reflect on the results of their actions, and repeat this cycle o f action 
and reflection.
Learning Organizations and Learning Communities
The two terms, learning organization and learning community, are similar but 
not synonymous (Mitchell & Sackney, 2000). Over the past decade, much attention 
has been paid to the notion o f the learning organization in the business and educational 
sectors (Senge, 1990, 2006; Senge, Cambron-McCabe, Lucas, & Kleiner, 2000). 
Mitchell and Sackney (2000) stated that the primary difference lies in the definition of 
ends and means. Senge (1990) defined a learning organization as people continually 
expanding their capacity to create the results they truly desire, nurturing new and 
expansive patterns of thinking, setting free collective aspirations, and continually 
learning how to learn together. He referred to the disciplines of the learning 
organization as (a) personal mastery, (b) mental models-, (c) shared vision; (d) team 
learning-, and (e) system thinking, and emphasized the importance of developing these 
five disciplines as an ensemble (Senge, 1990). In a learning organization, “the ends of 
importance are organizational growth, productivity, efficiency, and effectiveness,” and 
in a learning community, they are “the growth and development of the people” 
(Mitchell & Sackney, 2000, p. 6). In a learning organization, the means are “the people 
and the learning that they do in support o f organizational goals” (p. 6), but in a 
learning community, the means to improvement are “the ways in which community 
members work and learn together” (p. 6). Mitchell and Sackney emphasized the value 
of teachers viewing themselves as learners for their own sake and not just for the 
instrumental purposes of meeting organizational goals.
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Implementing Formative Assessment in a Learning Community
Implementing formative assessment on a broader scale, particularly in a 
cultural setting where summative assessment is emphasized, will require school-wide 
learning for both students and teachers. This expectation of collective learning 
corresponds to the vision of schools as learning communities that “are expected to 
facilitate the learning of all individuals” (Mitchell & Sackney, 2000, p. 1). The 
primary concern of learning community is not only the learning of the children but 
also the learning of the teachers (Mitchell & Sackney, 2000, 2001). The notion o f the 
learning community presumes that “educators are ideally positioned to address 
fundamental issues and concerns in relation to learning” (Mitchell & Sackney, 2001, p 
1). Therefore, educators are responsible for identifying and tackling the problems of 
professional practice (p. 1). For sustainable change, Sackney, Walker, and Mitchell
(2005) recommended working to build capacity at the personal, interpersonal, and 
organizational levels simultaneously. In this study, I propose to contribute to learning 
community development, beginning with personal learning but alert to opportunities to 
share my inquiry about formative assessment interpersonally as well as 
organizationally.
In terms of formative assessment, active and reflective participation by both 
teachers and students is indispensable. Fullan (2007) noted that any substantial change 
in teaching and learning requires a change in materials, methods, and in attitudes or 
beliefs. Rubrics are an important formative assessment tool or material resource. A 
reflective approach to teaching is evident in the professional inquiry process as well as 
in increased emphasis on metacognition for students. Learning community theory 
suggests that teachers who actively work and learn together toward shared purposes 
and goals may develop new beliefs to sustain the practices they have explored: the
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data gathered in this study will provide insights as to how rubrics as materials and 
inquiry as method brings about changes in beliefs, or as some describe it, deep 
learning (Mitchell & Sackney, 2009a; Kaser & Halbert, 2009).
The interactions and communications between teachers and students in the 
process of learning together are also inseparable from effective formative assessment. 
Feedback given by teachers to students and self-assessment and peer assessment by 
teachers may also be promoted in a learning community environment. By promoting 
the interaction among students and teachers that is characteristic of a learning 
community, I intended to promote learning among students and teachers, beginning 
with modeling in my own classroom. Thus this study is an act of informal teacher 
leadership, which is a common characteristic of the leader-rich environment (Mitchell 
& Sackney, 2000) evident in schools that function as learning communities.
Summary
This literature review has provided me with a deeper knowledge o f formative 
assessment and of rubrics as well as an effective and current approach to teacher 
learning. This knowledge lends trustworthiness to this study and to my efforts in the 
classroom and the school as a teacher leader. The readings and research that I have 
reviewed here also present a considerable amount o f evidence of the effectiveness of 
formative assessment and mbrics as assessment tools. Existing research shows that, if  
implemented well, formative assessment improves student learning and promotes 
ownership of learning. It also fosters teachers’ learning as they learn to implement and 
use formative assessment strategies. Learning community theory, as the theoretical 
framework of the study, was chosen to reinforce the idea of teachers as lifelong 
learners and as active, inquiring citizens o f a society of educators that works toward
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common goals. In the next chapter, I have provided a detailed description o f methods 
and procedure that I used in this research.
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CHAPTER III: METHODS AND PROCEDURE
In this study, I have described and analyzed my efforts to implement formative 
assessment effectively in my own classroom to develop a learning community among 
teachers. In this chapter I have provided a rationale for the method that I used to 
conduct this inquiry as well as detailed descriptions of the procedure. I have described 
my sources of student-focused and teacher-focused data, along with the code system 
for analysis. I also described the four traditional strategies to increase trustworthiness 
of qualitative research that guided me in this study: reflexivity, triangulation, peer 
examination, and member checking. The method o f study that I adopted is professional 
inquiry, informed by action research. I used the cycles of action and reflection as 
described in Brown and Cherkowski’s (2011) professional inquiry platform  as I 
implemented rubrics as a formative assessment strategy over two terms in high school 
English classes in Tokyo, from October, 2011 to March, 2012.1 used professional 
inquiry, rather than action research, because the term empowers teachers, gives 
legitimacy to their inquiries as part o f their professional role, and avoids the 
assumption that research is only carried out by university researchers (Brown & 
Cherkowski, 2011). A subtle point that favours the use of a term other than action 
research for this study is not usually acknowledged by writers who focus on 
educational action research, for example, Sagor (2000). The empowerment o f  teachers 
to frame authentic problems from their practice is an essential aspect o f professional 
inquiry, whereas participative forms of action research require the researcher to work 
to empower others by involving them in framing the problem that will be addressed 
(Greenwood & Levin, 20007).
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Action Research
Action research was originally developed by social psychologist Kurt Lewin in 
the 1940s to describe a particular kind of research that united the experimental 
approach of social science with programs o f social action to address social problems 
(Schwandt, 2001). Action research designs for professional inquiry are “systematic 
procedures done by teachers to gather information about, and subsequently improve, 
the ways their particular educational setting operates, their teaching, and their student 
learning” (Creswell, 2008, p. 597). When compared with traditional research, scholars 
have described the fundamental aim o f action research as to improve practice when 
practitioners are faced with a specific educational problem to solve, rather than to 
generate knowledge (Creswell, 2008; Elliott, 1991).
However, Greenwood and Levin (2007) emphasized the dual purpose o f  action 
research, to improve social situations and to generate knowledge. They defined action 
research as “social research carried out by a team that encompasses a professional 
action researcher and the member of an organization, community, or network [...] who 
are seeking to improve participants’ situation” (p. 3), referring to action research as 
“the conjunction of three elements: action, research, and participation” (p. 5). 
Greenwood and Levin highlighted that action research strategies display knowledge 
claims for the “purpose o f taking action to promote social analysis and democratic 
social change” (p. 5) and that there is no sensible way other than action to generate and 
test new knowledge (Greenwood & Levin, 2007). Dana and Yendol-Hoppey (2009) 
also pointed out some benefits of action research in schools: action research generates 
theories and knowledge grounded in educational practice and teachers become 
collaborators by examining their own issues.
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Professional Inquiry, Informed by Action Research
Professional inquiry, informed by action research, was an appropriate method 
for my study because what I intended to do was to reflect on my own teaching 
practices by taking new actions, using rubrics in the classroom, and improving them 
based on reflection about how students responded.
Empowering Teachers
Sagor (2000) pointed out that “action research helps educators be more 
effective at what they care most about -  their teaching and the development o f their 
students” (p. 3). Action research can empower individuals to study their actions so that 
future actions will be more effective (Schmuck, 2006). In this case, I was empowered 
to take action to improve learning conditions and teachers who learned with me may 
have been empowered in a similar way. Formative assessment has been shown to be 
inherently empowering for students (Stiggins, 2005b) as they leam to monitor 
themselves and work toward personal goals, particularly if  they are not currently 
succeeding or are marginalized. However, students may not be empowered to the 
extent that Greenwood and Levin (2007) described for participative action research, 
because in this study they have not participated in shaping the problem. However, 
when it seemed appropriate, students participated by contributing data on how they 
believed rubrics help them to move toward owning their learning. Thus, the method I 
have chosen may be better described as professional inquiry, rather than action 
research, because the community to be empowered here focuses more directly on the 
participation of professionals than o f students.
Professional Inquiry Platform
I adapted the professional inquiry platform designed by Brown and 
Cherkowski (2011), with a four-stage cycle of action and reflection described as
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Wholeness, Awareness, Meaning, and Commitment (see Figure 2). This is an enriched 
version of the traditional action research cycle (plan, do, reflect, and revise), designed 
specifically to support busy teachers who may be “new to collaborative inquiry or to 
facilitating an inquiry process with colleagues” (Brown & Cherkowski, 2011, p. 64), 
which is relevant to my situation. The authors explained that this model is “a 
learning-oriented design situated within the field o f school improvement and informed 
but not limited by action research traditions” (Brown & Cherkowski, 2011, p. 62, 63). 
These characteristics were also relevant and suitable to my teaching and researching 
situations and aims and to my inexperience with collaborative inquiry processes.
Figure 2. Illustration of professional inquiry platform designed by Brown (2011), with 
inquiry moving clockwise.
This approach to classroom or school-based research by educators, like my 
study, is based on a foundation of learning community theory (Mitchell & Sackney, 
2000, 2001, 2009a), and it is informed by three traditional school improvement 
themes: (a) creative tension; (b) single and double loop learning; and (c) the need for 
new beliefs to sustain new practices (Fullan, as cited in Brown & Cherkowski, 2011, p. 
63), all of which are relevant to my research purpose.
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This inquiry model is appropriate for my study also because it is based on the 
learning community theory that I adopted as my underlying framework. This model 
“brings the characteristics and values of a sustainable professional learning community 
to an action research cycle” (Brown et al., 2012, p. 13). Additionally, it is aimed at 
developing ownership o f learning for students and professionals, which I believe is 
one of the most important attributes in improving school-wide learning. Brown and 
Cherkowski (2011) stated, “focusing on professional inquiry and teachers owning their 
learning provides a fresh conceptualization o f action research” (p. 63). Through this 
study, I intended to empower myself as a researcher as well as a teacher by engaging 
in this inquiry process with learning community theory and ownership of learning at 
its heart.
This platform or scaffold for professional inquiry led me through the processes 
of my research with guiding questions and expectations for each stage of the inquiry. 
Brown and Cherkowski (2011) recommended that the inquiry team or group, ideally 
with three to six members, collaborate in four meetings, where each member 
participates, bring new approaches, and learns from each other. Participants are 
expected to try new strategies and notice results between those meetings (Brown,
2011). “Team members share their learning, encouraging and supporting one another 
as they work through implementation problems and adjust teaching strategies in 
response to students’ needs” (Brown, 2011, p. 1). However, the inquiry steps can also 
be used for individual or partner study, particulary when the process is unfamiliar and 
a potential leader wants to gain a solid foundation in inquiry before leading others.
To summarize, the process of professional inquiry, informed by action research, 
is reinforced by the elements and concepts o f a learning community: members leam to 
investigate and solve common problems, collaborate toward the same purpose, put
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learning at the center, and reflect on their actions and results in the cycle of action and 
reflection. By conducting action research on reflective implementation o f formative 
assessment in a school as a learning community, I intended to explore how to 
empower myself as a teacher and researcher and how to encourage my students to 
become internally-motivated lifelong learners. I conducted my study with a learning 
oriented design (Kaser & Halbert, 2009), so that, by sharing my inquiry or taking an 
interest in it, there was potential for my colleagues to become empowered as well.
Location
The study took place in Tokyo Metropolitan Hachioji-higashi High School in 
the suburb of Tokyo, Japan, where I began working in April o f 2011. For the school 
year 2011/2012,1 was assigned to this school as a teacher trainee whose role was to 
learn how to enhance students’ learning with a focus on the development of academic 
skills for high scores on university entrance examinations. In this new full-year 
in-service training program, launched by the Tokyo Board o f Education in April 2011, 
ten teachers were assigned to competitive, academic high schools in Tokyo to learn 
from experienced and capable teachers/supervisors by observing and team-teaching in 
their classes.
The school was founded in 1976 and has been serving students in Grades 10 
through 12, or first grade to third grade as they are called in Japan (Tokyo 
Metropolitan Government Board of Education, 2009). The students overall have high 
academic abilities; unless they fail their university entrance examinations, almost all of 
them go on to university after graduating. In 1991, the school was designated by the 
Tokyo Board of Education as one of the first four competitive high schools, called 
shingaku-shido-juten-ko, which focus on developing students’ academic abilities to 
pass entrance examinations for prestigious universities, such as national and public
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universities and some highly credited private universities. As o f 2010, seven schools in 
Tokyo have been designated as shingaku-shido-juten-ko.
At the end o f the school year 2010/2011, 315 students graduated from the high 
school; 179 (56.8%) o f them directly went on to university and two to technical 
college, and 134 (42.5%) chose to go to cram school to prepare for entrance 
examinations in the following year in order to enter universities of their choice (Tokyo 
Metropolitan Government Board of Education, 2009). Eighty-eight third graders or 
senior year students got into national or public universities, including five students 
admitted to the nation’s top university, University o f Tokyo (Education Bureau o f the 
Tokyo Metropolitan Government, 2011).
Students are admitted to this high school after passing a relatively competitive, 
academically focused entrance examination. Therefore, most students have high 
academic abilities and received good grades in junior high school. Overall, students 
tend to be studious, hardworking, and obedient. There are few cases o f behavior 
problems compared to other schools. However, because of its competitive 
characteristics, the school has some students who are not enthusiastic about studying 
and who suffer from the pressure to perform well.
English W riting Course
This study was conducted in the English writing course for the second graders 
of senior high school (Grade 11). This is the course designed mainly to develop 
students’ English writing abilities. (The current course of study (MEXT, 2003b) offers 
six English courses for upper secondary schools: Oral Communication I, Oral 
Communication II, English I, English II, Writing, and Reading. The course o f  study 
requires students to have taken either Oral Communication I or English I before they 
take Writing.) The objective of Writing stated in the course of study is:
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To further develop students’ abilities to appropriately write on information, 
ideas, etc. in English, while fostering a positive attitude toward communication 
by using these abilities. (Section 8, Article 2.6.1)
In the curriculum offered by Hachioji-higashi high school, the English writing 
course is a compulsory course for all the second graders. It is offered for two hours a 
week and organized in two levels: advanced and standard. Students are divided into 
these two levels according to their test scores in the previous year so that they can 
leam effectively in small groups according to their academic levels.
Description of the Participants 
The student participants in this study consisted of the 40 students in my two 
writing classes for second graders o f the high school (Grade 11): Class A (an advanced 
class) and Class B (a standard class) (see Table 5). Each class had 20 students (10 
males and 10 females), aged 16 to 17. There were 20 female students and 20 male 
students in the two classes. All of them were Asian and spoke Japanese as their native 
language. The language they used in their daily lives was predominantly Japanese. 
They had almost no opportunity to speak a language other than Japanese, except for 
their English classes. All of the 40 students in these two writing classes were invited to 
participate in the study and respond to questionnaires and all agreed. (According to 
school district policy, consent forms were not required because the school principal 
had approved this research.)
Table 5
The Number o f the Student Participants
Class Number Gender Student #
Class A 
(Advanced) 
Class B 
(Standard)
20
20
Male 10 
Female 10 
Male 10 
Female 10
Students 1-10 (S I-S 10) 
Students 11-20 (S11-S20) 
Students 21-30 (S21-S30) 
Students 31-40 (S31-S40)
Total 40
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In the previous school year, 2010/2011, as the first graders of senior high 
school, students participating in this study had studied English for five hours (reading 
for three hours and grammar for two hours) per week. In their second year o f  senior 
high school in 2011/2012, they studied English for six hours a week in two courses 
(English II reading course for four hours and writing for two hours). The students in 
the two classes were hard working, always listened to their teachers carefully, and 
remained focused in class. However, they usually stayed quiet and did not actively 
speak up or express their own opinions.
Ms. S, the teacher who participated in this research, was one o f my colleagues 
at the high school. She was also my partner and mentor for team-teaching in the two 
writing classes in which I conducted the research. She was an experienced teacher, full 
of energy and motivation, who had worked at several schools in Tokyo over a period 
of almost two decades. Throughout our team-teaching, she was always collaborative 
and open to new ideas and strategies that could promote student learning.
Sources of Data
I have categorized my sources o f data into two groups, student-focused and 
teacher-focused data, and created the code system for data collection and analysis (see 
Table 6). In this section I gave an outline o f each group of data I used for this research. 
Table 6
Code System fo r  Data Collection and Analysis
Codes Sources of Data and Strategies
RJ Researcher’s Journal
SQ Student Questionnaire
TI Teacher Interview
WA Writing Assignment
SC Students’ Comment on Assignments
TC Teachers’ Comment on Assignments/Rubrics
s# Student Number
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In Table 7 ,1 present an overview o f the research process, aligning my research 
questions with questions on the teacher and student questionnaires and listing other 
data to be analyzed.
Table 7
Overview o f  Research Process
Research Questions Questionnaires
(Students)
Interview Questions 
(T eacher)
Analysis
Primary Question:
D o e s  i n q u i r y - b a s e d  
i m p l e m e n t a t i o n  o f  
f o r m a t i v e  a s s e s s m e n t  w i t h  
r u b r i c s  a f f e c t  b o t h  s t u d e n t  
a n d  t e a c h e r  l e a r n i n g ?  I f  
s o ,  h o w  i s  l e a r n i n g  
a f f e c t e d ?
Q2. Do you understand the 
learning intentions of the 
English class?
Q3. Are you satisfied with 
the English class? Why? 
Q4. Does your teacher 
understand you and your 
needs? Why?
Q8. How much effort do 
you put into learning 
English?
Q10. Do the rubrics we are 
using help you to see your 
own progress and to set 
goals for your learning? 
Why?
Q l. What have you tried, 
and how did students 
respond?
Q2. Did student learning 
improve when new 
strategies were 
implemented? If so, how 
did it improve?
Q3. Which strategies are 
worth keeping as a 
permanent part of your 
teaching and why?
Q4. Which strategies are 
not worth keeping as a 
permanent part of your 
teaching and why?
Q5. Please describe your 
decision points. When 
did you adjust your 
strategies and why?
Student 
questionnaires, 
test scores, 
grades, attendance 
rates, students’ 
work, teacher 
interview, and 
researcher’s 
journal
Secondary Questions: 
a) D o e s  f o r m a t i v e  
a s s e s s m e n t  w i t h  r u b r i c s  
f o r  E n g l i s h  l a n g u a g e  
l e a r n i n g  i m p r o v e  s t u d e n t s ' 
m o t i v a t i o n  a n d  
a c h i e v e m e n t ?  I f  s o ,  h o w  
d o e s  i t  h a p p e n ?
Ql. Do you feel motivated 
to learn English? Why? 
Q5. What did you become 
able to do last semester in 
the writing class?
Q6. What are you not yet 
able to do?
Q7. What do you think 
you will need to do this 
semester? Why?
Q8. Why is learning 
English important to you?
Student 
questionnaires, 
test scores, 
grades, attendance 
rates, students’ 
work, teacher 
interview and 
researcher’s 
journal
b) D o  t e a c h e r s  l e a r n  t o  
u s e  r u b r i c s  a n d  d e v e l o p  a s  
a  l e a r n i n g  c o m m u n i t y  a s  
t h e y  s h a r e  i n  t h i s  i n q u i r y  
p r o c e s s ?  I f  s o ,  h o w  d o  t h e y  
l e a r n  a n d  d e v e l o p ?
Q4. Does your teacher 
understand you and your 
needs? Why?
Q6. Did this inquiry help 
you to achieve any of your 
overall visions or 
long-term goals? If so, 
what visions or goals did it 
help to achieve?
Q7. What beliefs have 
been strengthened for you? 
Have any of your beliefs 
changed?
Q8. What will you do next 
to continue to develop 
your teaching practices 
and beliefs?
Teacher 
interview, 
researcher’s 
journal, rubrics, 
the teacher’s 
comment on 
students’ work 
and rubrics
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Student-focused Data
In the following sections I provide descriptions o f the student-focused data I 
used in this research: the researcher’s journal, students’ work samples, student 
questionnaires, and students’ test scores, grades, and attendance rates.
The researcher’s journal. I kept a researcher’s journal in English every day 
after school as a useful source o f student-focused data. As I implemented formative 
assessment using mbrics in my classroom, I wrote about the students’ use o f rubrics 
and noted any signs of increased ownership of their learning or improved achievement, 
including apparent motivation or self-monitoring.
Students’ work samples. I used students’ work samples as a source o f data, 
with notes as to student comments made when I discussed their progress with them. I 
also used feedback I made for each o f the students’ work. The assignments done by 
students were photocopied along with my feedback and student comments before 
being returned to the students and kept for further reflection.
Student questionnaires. Student questionnaires were conducted three times:
(1) at the beginning of the second term (October 2011) (see Appendix A); (2) at the 
end of the second term (December 2011) (see Appendix B); and (3) at the end of the 
third term (February 26 and 27, 2012) (see Appendix C). As I conducted my inquiry 
over two terms, I thought it was necessary to administer the questionnaire at the end o f 
each term to better understand the possible changes resulting from the implementation 
of new formative assessment strategies. I decided to administer the questionnaire three 
times to compare answers and gain a better understanding o f changes in students from 
the beginning to the end o f this inquiry; I conducted the first questionnaire to 
understand students’ situation, or where they were, and the second and third ones to 
see the changes. I asked eleven questions to gain understanding of various aspects o f
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the students’ perspectives (see Appendix D). Data from these questionnaires included 
information on students’ motivation, satisfaction in English classes, their opinion 
about rubrics, the amount of time they spent studying English outside o f class, and 
what they thought they could do to improve. For each questionnaire, students were 
provided with the question sheets and asked to write their own answers, opinions, and 
ideas in about ten minutes. Each time the questionnaire was conducted, I emphasized 
to the students that their responses would not influence their grades.
The questionnaires were presented in Japanese because it was the participants’ 
native language and more accurate responses were likely. After each questionnaire, I 
translated the outcomes into English myself, typed the translation, and saved the file in 
my computer. I asked the student participants to check the translation of their 
responses and to correct any inaccuracies in order to ensure the trustworthiness o f the 
data.
Students’ test scores, grades, and attendance rates. I also accessed my grade 
book for students’ test scores as well as the attendance book to know attendance rates 
and who was and was not present before and after the implementation. 
Teacher-focused Data
In this section I present descriptions of the teacher-focused data I used for this 
research, including the researcher’s journal and the learning partner interview.
The researcher’s journal and the teacher study group records. In the 
researcher’s journal, I noted what I had done in my classroom, what I changed about 
my teaching, and my thoughts or feelings at the time. My action plans and teaching 
plans were also useful. At meetings, I kept notes on the questions, concerns, and 
aspirations of my learning partner or other colleagues with whom I was sharing
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information. In order to avoid any possible inaccuracies that translation might cause, I 
made the journal entries and notes in English.
The learning partner interview. In addition to our daily conversations, which 
sometimes found their way into my journal, I conducted an interview with my learning 
partner, Ms. S, in her office at the school in February of 2012. The interview took 
about a half hour. I had submitted the interview questions (see Appendix E) to the 
university Research Ethics Board (REB) with my ethics application forms prior to the 
beginning of the research. I also answered the same questions in my own researcher’s 
journal at the end of my study.
Tape recording. The interview with my learning partner was tape-recorded to 
ensure accuracy because taking notes might have increased the risk o f interviewer bias 
by leading the interviewee to remain on the topic of particular interest (Hancock,
2002). The use of a tape recorder also allowed me, as interviewer, to focus on listening 
and responding to the interviewee and reduced the possibility of my being distracted 
by writing. Tape-recording the interview enabled all of the verbal encounters to be 
captured and provided accurate and complete data for analysis.
Procedure. Although I drafted a list o f interview questions (see Appendix E) 
when I planned the study, in the interview I also asked questions that would help 
clarify the interviewee’s responses. These additional probing questions were designed 
to more fully access the participant’s beliefs and experience. I also made a journal 
entry following the interview.
Transcription and translation. The learning partner interview was conducted 
in Japanese because the common language in which teachers speak to each other in 
our school is Japanese. As I listened to the audiotaped interview, I translated it into 
English and then transcribed it in English. This transcription was later checked by the
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interviewee for accuracy. (My qualifications include training as an interpreter and a 
translator in a professional school. My learning partner was also qualified, as an 
English instructor, to assess the accuracy of her words when written in English.) The 
transcription included not only what the interviewee said but also pauses and notes on 
gestures or other physical responses. This process o f transcription, in its attempt to 
reconstruct the interview experience, later contributed to the data analysis process 
(Seidman, 1991).
Ethical Considerations and Informed Consent
Approval for this study was requested and granted from the Research Ethics 
Board (REB) of the University of Northern British Columbia (see Appendix F) and 
from the school principal, the appropriate authority in our very large school district 
(see Appendix G). The teacher participant signed a written consent form after reading 
an information letter (see Appendix H). As stated in Appendix G, which was 
submitted to the Ethics Board along with the proposal, it is unnecessary for Japanese 
school teachers employed by the local government to ask for letters o f consent from 
each student or parent involved when they conduct research in their own classrooms 
for educational purposes with the principal’s approval. Teachers are only required to 
inform students and parents of their educational research with an information letter. 
Teacher researchers are also not required to ask for consent or approval from the board 
of education or school district when the principal o f the school approves the research.
Prior to my gathering of data, the principal had given his approval for the study 
on behalf of the school district and signed the approval form (see Appendix G). The 
student participants and their parents were informed about the study (see Appendix I). 
Because all the students were minors, the information letters were provided for parents 
and students prior to the research. The students were asked to give the information
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letters to their parents to inform them of the study. In addition to oral explanation, the 
outline of the information letter in Japanese (see Appendix I) and the full version in 
English (see Appendix J), detailing confidentiality, research limitations, and their right 
as research participants, were given to them to read. The teacher participant was 
provided with the information sheet in English (see Appendix H) prior to the research. 
Participants were informed that the questionnaires and the interview would be 
confidential and their names would not be used in the report and/or in the transcription. 
Before proceeding, the teacher participant was asked to consent to audio taping the 
interview.
Special ethical considerations were given to protect the privacy o f the student 
participants. No real names were used and the identification number used in this paper 
for each participant did not correspond in any way to his or her actual student number. 
The questionnaires sheets, the interview transcription, and the exam, grade, and 
attendance data of the participants were stored in a locked desk in my office within the 
school and will be kept there for one year after the successful completion o f my oral 
defense of my thesis. Only my university supervisor and I had access to these 
materials.
Procedure
I conducted my research using the professional inquiry platform as described 
by Brown and Cherkowski (2011). In this section, I will elaborate the procedure for 
this study as a four-stage cycle of action and reflection, described as Wholeness, 
Awareness, Meaning, and Commitment. I was also informed by Sagor (2000, 2010,
2011) in terms of the practical aspects o f action research in educational learning 
communities and how to incorporate them into my cycles of action and reflection. In 
order to promote teacher learning or develop capacity for learning, I shared my inquiry
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and its findings as well as its purposes and values with my team-teaching partner. In 
addition, in order to promote a learning community within the school, I shared my 
findings with other teachers in the English department at the end of this research. 
Furthermore, I did a small presentation for the officials in the Tokyo Metropolitan 
Government, which I hope will lead to building learning communities beyond my 
school.
Wholeness
I wanted to know how the implementation o f formative assessment through the 
use of rubrics would improve learning for students and teachers. In this first stage of 
the cycle, Wholeness, I formed an inquiry team by inviting my closest colleague, my 
team-teacher, to participate in the study. I shared knowledge, goals, and values with 
her and we were united with a common interest in the research questions that I had 
indentified for the study.
Before the beginning of the Japanese school year, which traditionally starts in 
April, I presented a proposal for this study to my university faculty committee for their 
suggestions and approval. After the committee approved my proposal, I inquired about 
the approval for educational research at Education Bureau o f  the Tokyo Metropolitan 
Government. They gave me oral permission to conduct my study and directed me to 
meet with the principal o f my new school to obtain approval for my study, as is 
commonly done in Japan. I informed the principal, Keiichiro Ishikawa, o f my 
proposed study and he granted full approval for my research (see Appendix G). Then I 
applied for and received an ethics review from the university Research Ethics Board 
(REB).
During this period, I moved from Canada to Japan and made the transition 
from graduate student back to high school English teacher. As I waited for the ethics
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approval, I focused on adjusting myself to a new environment, building relationships 
with my new colleagues at school, and inviting them to collaborate or simply be aware 
of my study.
I began working at Hachioji-higashi high school in April 2012 as an English 
teacher trainee. Although I had been working as an English teacher in Japanese 
schools for ten years, this was a special new initiative that helped me deepen my 
learning as a teacher and expand my knowledge and experience. I had six classes per 
week, mainly in team-teaching, from the beginning of the first semester, starting in 
April 2011. It took me some time to adapt to the new working environment and to 
build a trusting relationship with my colleagues. Also, adjusting to the busy teacher’s 
life in Japan was a challenge for me in the first couple of months because I had spent 
the whole previous school year in Canada as a full-time graduate student. It somehow 
made me feel out o f place to be back to work in a Japanese school, which is 
mono-cultural in nature and puts much emphasis on memorization and the numerical 
achievement data such as exam scores, rather than the development o f students’ 
critical thinking or creativity.
Inviting participants. In the middle of the first semester, I first asked teachers 
in the English department whether they were interested in working with me toward an 
effective implementation of formative assessment and rubrics.
At the planning stage o f my study, I had hoped to find volunteers, ideally three 
to six, for the school-based professional inquiry group or learning community, where 
each member is expected to participate actively and bring a variety of approaches 
(Brown & Cherkowski, 2011). However, in case I was unable to find colleagues to 
collaborate with at this stage, I was prepared to work on my own, requesting the 
support of the principal to share my learning with the staff on an ongoing basis.
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However, when I invited my new colleagues individually to participate, just 
one of my colleagues, my team teacher and mentor for English writing class, kindly 
agreed. Unfortunately, other teachers seemed reluctant because of the types o f courses 
they were teaching, which focused on highly visible summative tests, or because they 
were too busy to work collaboratively and use presumably time-consuming formative 
assessment, which can be a potential barrier to shared, reflective implementation o f 
formative assessment in North America as well (OECD, 2005). Thus, I decided to 
conduct my inquiry with one partner, Ms. S. Adopting the practices o f an invitational 
leader (Purkey & Siegel, 2002), I also continued to extend invitations to colleagues to 
participate in my study or to leam about my findings.
During the summer vacation, before the implementation of formative 
assessment and rubrics, I spoke to Ms. S about rubrics and how they may have 
potential to contribute to student learning, with reference to examples and journal 
articles. We also talked about the goals of formative assessment and the potential 
advantages of using it in our practice. At the same time, I talked with the principal and 
vice principal about my research plan and asked for their support. They were pleased 
to help me write the Japanese version o f the information letter for parents, which I 
later distributed in the classes concerned (see Appendix I).
Sharing visions and goals. In this first stage o f my inquiry cycle, it was also 
important to think about the overall vision or goals this inquiry would help to achieve 
(Brown, 2011). I created an umbrella question, based on my thesis research question, 
to share with my team-teaching partner: Does implementation o f  formative assessment 
with rubrics affect student learning? I considered what I wanted to accomplish by 
implementing formative assessment with the use o f rubrics in this inquiry and also 
identified goals and specific criteria to document changes in performance (Sagor,
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2011). What I wanted to accomplish through the implementation of formative 
assessment and rubrics was: to improve students ’ learning, motivation, and 
achievement. My ultimate goal was: to foster students ’ ownership o f their learning. I 
found it important to build a sense o f purpose shared by the other member o f my 
inquiry team or learning partnership and to clarify our vision and targets (Brown & 
Cherkowski, 2011; Sagor, 2011). With common ground established, we learned and 
investigated common problems as a learning community, engaging together in a cycle 
of actions and reflection.
My learning partner and I learned about formative assessment and rubrics 
through the literature and our experience as we explored how to implement them in 
our own classroom. We discussed which class would be suitable for the 
implementation and decided to use formative assessment strategies in our writing 
classes. Applying the knowledge I gained in Canada, I designed my action plans with 
the formative assessment strategies I believed would be effective for students in Japan 
(see Figure 3). My plans were based on the Six Big Assessment Strategies presented by 
Halbert and Kaser (n. d.) to the Network o f Performance Based Schools: (a) clear 
learning intentions', (b) criteria fo r  success; (c) questions that generate evidence o f  
learning', (d) descriptive feedback that moves learning forward', (e) peers as learning 
resources fo r  each other, and (f) learners owning their own learning. I was also 
guided by learning community theory as the theoretical framework o f my study. I 
developed specific, detailed, modest, individual action plans (Wiliam, 2008) for how I 
would use formative assessment strategies and rubrics to shift my teaching toward 
increased emphasis on formative assessment. I tried to build a manageable plan 
because Fullan (2001) recommended that teachers adapt a few elements o f assessment 
new initiative step by step to avoid overload and remain persistent as well as
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consistent (Fullan, 2001). Wiliam (2006b) made a suggestion specific to the 
implementation of formative assessment: “teachers should develop an action plan that 
specifies a small number of changes -  ideally two or three -  that they will make in 
their teaching” (p. 19). I planned to implement the strategies one by one in my 
classroom, according to my action plan.
- Clear learning intentions
> Make learning intentions clear for each lesson and activity
> Develop good rubrics that can make learning intentions clear
> Clearly describe learning intentions when giving students assignments
- Criteria for success
> Make criteria clear and share it with all students
> Develop good rubrics that can make criteria clear for students
> Develop rubrics with a language that is easy for students to understand
- Questions that generate evidence o f learning
> Ask students questions that will stimulate their thinking and promote their
learning
- Descriptive feedback and feedforward (feedback for moving forward)
> Use rubrics to give students more detailed feedback about their writing
> Use descriptive feedback to make it easier for students to improve their
writing performance
> Give students descriptive oral feedback that encourages them to learn further
- Peers as learning resources for each other
> Promote peer-assessment
> Create an environment where students learn from each other
> Ask students to work in pairs to learn together
> Use students’ models as learning resources
- Learners owning their own learning
> Promote self-assessment
> Expect that students would revise their assignments, based on their attention
to feedback provided
> Require that on the second revision sheet, students write what they have
worked on, what has been improved, and what points they want me to look
at next
Figure 3. Overall action plan.
Another important aspect of the Wholeness phase o f an inquiry is aligning the 
purposes of my study and the new implementation upon which it is focused with 
school goals or needs. In learning community theory, it is also important to share 
values, purposes, visions, and understandings with other teachers and community
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members who work at the school (Mitchell & Sackney, 2009a). I considered how or 
why my study would be appropriate for my school and talked about it with my 
principal. The main educational goal of the school is to nurture capable, responsible 
leaders for Japan. I thought it was important for future leaders to think for themselves 
about what they needed to do next and learn to own their learning, instead o f always 
doing just what their teachers instruct them to do. The important concepts in formative 
assessment, which include intrinsic motivation, clear learning intentions, life-long 
learning, and ownership o f learning, are important for future leaders. I explained these 
aspects of my study to the school principal, who agreed with my thoughts on the value 
of these concepts for our students. He said that the teachers and administrators o f this 
school sometimes paid too much attention to students’ exam scores or other numerical 
data on student learning achievement but it was also important to promote their 
creativity, deeper learning, and critical thinking as well. I was glad that he understood 
my vision and purpose and expressed a welcoming, collaborative attitude toward my 
study.
Awareness
In the second stage o f this professional inquiry, Awareness, I collected 
information to build a shared awareness with my teaching partner of where students 
are now, in terms of their level o f proficiency in a certain area of English language 
learning, designed rubrics, and actually implemented them in the classroom. This stage 
of building shared awareness was an important step to becoming a high-capacity 
learning community with shared guiding principles as suggested by Mitchell &
Sackney (2009a).
I selected the point in my English course where I would introduce rubrics and I 
constructed ones that would be well suited to the course content. Because I chose to
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implement the strategy in English writing class, I prepared rubrics, for English writing 
assessment, based on the rubric that I had developed in my research proposal (see in 
Appendix K). I shared these rubrics with my team-teaching partner, Ms. S. We 
decided to make rubrics in Japanese because it is the students’ native language, in 
which they can communicate with the least possibility of misunderstanding. Ms. S and 
I continued to collaborate on designing rubrics, questionnaires, and teaching strategies 
for our class for the remainder of the school year.
Wiliam (2008) recommended that teacher learning groups meet monthly to 
provide support for carrying out and refining their plans. Instead, because Ms. S and I 
were teaching as a team in two writing classes (four hours a week) over one year, we 
had a small meeting or talk before and after each class. Some meetings lasted about 
twenty minutes and others only a few minutes, depending on the topics and ideas we 
had. Both of us suggested teaching approaches and ideas to try, including rubrics and 
pair-work activities, and we also exchanged feedback on the content and pacing of the 
class; the quality of students’ work, reactions, and responses; and teacher decision 
points (Brown & Cherkowsi, 2011).
Data collection. Data collection was the most important process in the 
Awareness stage of the study. Student questionnaires and my researcher’s journal were 
the primary sources of the data collected at this stage of this study. Soon after I was 
granted ethics approval from the university in October 12, 2011 (see Appendix F), I 
began to gather and organize students’ test scores and attendance rates from the past 
term in order to better understand the students’ situations.
In the second week of October, I asked students in Class A and B to complete 
the first questionnaire (see Appendix A). The students were provided with the 
questionnaire sheets on which they were asked to write their own answers, opinions,
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and feelings in Japanese. Similar student questionnaires were conducted at the end of 
each term in December, 2011 and February, 2012 in order to document and analyze 
any changes in students’ perceptions of their learning and motivation.
Implementation. Following the first student questionnaire, I implemented 
formative assessment by introducing the students to rubrics. I recorded, in my 
researcher’s journal what I tried and how I felt, as well as student responses and 
decision points as sources of data (Brown, 2011). I also kept copies of the students’ 
work and the rubrics I gave them as feedback. I made entries in a researcher’s journal 
because writing is essential to the learning that occurs during action research and has a 
great impact on the researcher’s overall learning (Caro-Bruce & Klehr, 2007). I wrote 
about my feelings, thoughts, and observations of my own students and my teaching 
practices, as well as the interpersonal and organizational impact of my interest in 
formative assessment and attempts at teacher leadership related to the use of rubrics. 
This process was an opportunity for me to reflect on and review my teaching and think 
about methods of improvement. My teaching partner did not keep a journal. I could 
not ask her to keep one, considering that she was already very busy with her other 
responsibilities at school. However, we often discussed topics that arose in my journal 
and she helped me to implement and improve formative assessment strategies. 
Meaning
In this third stage, Meaning, I was fully engaged in cycles of action and 
reflection (Brown & Cherkowski, 2011) regarding rubrics and the effectiveness o f 
related formative assessment strategies, such as making criteria clear and providing a 
basis to support students with feedback and goal setting. Data analysis or making 
meaning o f the data was an important part o f this stage.
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As I adjusted the strategies related to rubrics to fit the context, I continued 
recording student responses and decision points as sources of data. My cycles of 
inquiry seemed to deepen as the answer to one technical question led to further 
questions. For example, when students appeared to understand the rubric but did not 
yet use it for revising their writing, I wondered if reviewing anchor texts for each level 
would contribute to revision. At this stage, I was beginning to reflect on the meaning 
of the entire initiative and looking for my developing convictions about what aspects 
of formative assessment have potential in the Japanese setting.
One o f the characteristics o f learning communities is a focus on reflective 
practice and experimentation, which can generate shared understandings and collective 
learning (Mitchell & Sackney, 2009a). Fullan (2001) also identified knowledge 
creation and sharing as one of the components needed to make positive change in 
school. I continued to share and discuss student responses, teacher decision points, and 
how and why strategies were adjusted with my learning partner (Brown, 2011). We 
also shared how our practices changed and what new beliefs about assessment were 
beginning to take shape. At the end of the third term (February 2012), I interviewed 
Ms. S about the changes in her teaching practice, her feelings, and her perceptions of 
students’ attitudes after the implementation. This interview was tape recorded for 
transcription to supplement my recollection o f our daily conversations.
Data analysis. Data analysis was an essential element o f this stage. In this 
stage, I organized collected data into a computer file and put student work samples and 
their accompanying rubrics and feedback into file folders. In one computer file, I 
recorded student answers from the questionnaires that I had conducted along with the 
students’ test scores, grades, and attendance. I saved them on a password-protected 
computer in my office. Then I analyzed the data collected from students and teachers,
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using my research questions as an organizing framework and noting recurring issues 
and themes (Creswell, 2008) within and across the questions. I also looked back at my 
researcher’s journal for further analysis and reflection.
Commitments
In the fourth and final stage of the study, Commitment, I identified principles, 
strategies, and convictions that I believed would be sustained and I described 
manageable commitments to the new teaching practices my learning partner and I had 
explored (Brown, 2011; Brown & Cherkowski, 2011). This stage also included 
completing the writing o f my thesis and seeking opportunities to share my learning. I 
described what would be different in my practice, as compared with my teaching prior 
to the study, and I shared the convictions, or strong beliefs that had emerged from my 
inquiry and its observations and analysis (Brown, 2011). I shared the information and 
findings I had obtained with other teachers in school and outside the school so that we 
would be able to work in the same direction as a team toward further inquiries. I 
envisioned that this study would be the first in a larger spiral of inquiry (Kaser & 
Halbert, 2012), in which the learning from one cycle was the starting point for a 
related cycle, hopefully drawing in more participants and creating a broader learning 
community as the spiral continued and the professional learning deepened.
Data Analysis
Central to this study was the primary research question: Does inquiry-based 
implementation o f  formative assessment with rubrics affect both student and teacher 
learning? I f  so, how is learning affected? Two more questions focused on the specifics 
of student and teacher learning. The framework o f learning community theory guided 
the data analysis for this research in terms o f teacher and student learning. This 
framework opened the study to the following: (a) exploring capacity for learning and
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ownership of learning for teachers as well as students, in the experience o f formative 
assessment with rubrics; (b) reflecting on the themes and beliefs that characterized 
learning improvement within the school as a learning community; and (c) identifying 
problems in my high school, describing desirable, sustainable changes, and sharing the 
convictions that developed in our learning community (Dufour, 2004; Mitchell & 
Sackney, 2000, 2001, 2009a).
Although there was some numerical data collected, the design o f the research 
and the analysis were qualitative and specific to the context. The findings were 
dependent on my own insights and interpretations as researcher. The benefits o f this 
method include a contextualized and rich understanding of implementation and teacher 
learning in one setting, which readers may use to inform their actions and reflection in 
settings where they see similar needs or problems. The limitations of this method are 
that the findings are not generalizable to other settings and any recommendations are 
for consideration only and cannot be prescriptive (Creswell, 2008; Maxwell, 1992; 
Winter, 2000).
Before starting the analysis, I completed the translation and transcription o f the 
data myself. This process was challenging and time consuming but helped me to 
familiarize myself with the data and immerse myself in the language o f  the 
participants. After completing the translation and transcription, I organized data into 
computer files and file folders according to data source, such as teacher interviews, 
student questionnaires, my researcher’s journal, students’ work, teachers’ comment on 
students’ work, students’ grades and scores, and other teaching materials (Creswell, 
2008). Organization of data is essential in qualitative research because a large amount 
of information is gathered during a study (Creswell, 2008).
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Qualitative Analysis of the Data
I chose a hybrid approach to analysis, beginning with deduction by analyzing 
data in terms of its ability to contribute to an answer for my research questions and 
then proceeded with induction as I looked for unexpected themes to emerge within and 
across the research questions. I adapted the six-step process proposed for teacher 
research by Sagor (2010): (1) review your raw data and theory of action; (2) check 
your list of tentative categories with peers; (3) identify your sources using subject 
codes; (4) content code the pertinent bits of data; (5) assemble the data; and (6) 
analyze the data (pp. 108-116). This is a generic strategy designed to help analyze and 
sort through significant amounts o f qualitative data, involving “coding, sorting, and 
placing the data into defined categories or bins” (p. 108). Where focus questions are 
used, I believe they can be understood as the first tentative categories.
Following Sagor’s (2010) six-step process, I first reviewed my data “to get a 
sense of the nature of the responses” (p. 108), analyzing data in terms o f its ability to 
contribute to an answer for my research questions. I used the computer highlighting 
function and the comment function in my word processing program and inserted my 
initial codes while reading through the data (Licthman, 2009). I noticed repeated 
responses that could represent categories. I continued this process with the interview 
transcription and the outcomes o f the questionnaires and created my tentative 
categories. Second, I identified my sources using the code system regarding who 
provided the data and when the data were obtained. In the next step o f the analysis 
process, I coded the pertinent pieces of data according to content. As I asked myself 
which pieces of data were pertinent to my study, I repeatedly went back to my 
research questions and action plans and reminded myself o f  the concept o f learning 
community theory. I considered each piece o f data as pertinent when it belonged to a
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repeated theme or category (quantity) and when it seemed particularly meaningful 
even if the thought or idea was only mentioned once (quality) (Sagor, 2010, p. 110). 
With my possible categories at hand, I assembled the data and highlighted pieces of 
data that belonged to each category with a different color. Once all the pertinent data 
were coded and highlighted, I began to analyze the data.
Trend Analysis
To analyze quantitative data in this research, such as students’ test scores, 
grades, and numerical data from the questionnaires, I used trend analysis, which 
requires the researcher to look at a phenomenon, or an educational outcome, over an 
extended period of time (Sagor, 2010, 2011). According to Sagor (2011), when 
analyzing action research data, the goal is to accomplish the following two things: (a) 
trace any and all changes in performance that occurred in the effort to reach your 
priority achievement target; and (b) understand the pertinent factors or circumstances 
that contributed to those changes (p. 127). The events that action researchers want to 
report on are changes in performance on their “priority achievement targets” (p 128). 
Trend analysis was useful for reporting changes that occurred over time (Sagor, 2011). 
This analysis strategy helped me organize, overview, and analyze the changes I saw 
throughout my research over two terms.
Ensuring Trustworthiness
Throughout the study, I was aware o f the importance o f the accuracy and 
credibility of data collection and analysis. I increased the trustworthiness of my 
findings with established strategies for qualitative research, including reflexivity, 
triangulation, peer evaluation, and member checking. Each of these is described in the 
following section.
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Reflexivity. Reflexivity means that researchers reflect on their own biases, 
values, theoretical prepositions, preferences, and assumptions and actively write them 
into their research (Creswell, 2008). This term, in a methodological sense, refers to the 
process of critical self-reflection and inspection (Schwandt, 2001). Field workers, for 
example, attempt to record and explore processes o f reflection on their personal notes 
in their field journals, similar to my own researcher’s journal. Reflexivity can be a 
means for critically inspecting the entire research process; researchers may reflect on 
how they established a social network in a study and examine the personal and 
theoretical commitments and beliefs that determined the way they provided and 
interpreted specific data (Schwandt, 2001). Reflexive researchers discuss their own 
roles in a study, refer to their personal experiences and cultural backgrounds as well as 
their effects on their interpretations and conclusions in the study, and also identify how 
they collaborated with participants in the process o f the project (Creswell, 2008). 
Throughout my research, I recorded and explored the process of reflection through my 
personal notes in my researcher’s journal. This process helped me to move toward 
reflexivity as I considered my own teaching practices, biases, and values.
Triangulation. Triangulation is a process in which researchers corroborate 
evidence from multiple individuals, data sources, investigators, types o f data, methods 
of data collection and analysis, or theoretical perspectives within the same study 
(Creswell, 2008; Schwandt, 2001; Thurmond, 2001). The inquirers may ask different 
questions of their participants, examine different information sources, and employ 
different methods to find evidence to support themes (Creswell, 2008). Triangulation, 
or the use of several sources of data to confirm insights, is a means to check the 
integrity of the inferences one draws and is an important way to examine a conclusion 
from more than one point of view (Schwandt, 2001). The practice of triangulation is
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based on the idea that the best way to elicit the various structures of reality that exist 
within the context of research is to gather information about different events and 
relationships from different points of view (Siegle, n. d.).
In this study, I used a type of triangulation, methodological triangulation, 
which involves the use o f  multiple methods. In methodological triangulation, 
researchers compare results from surveys, interviews, focus groups, and so on and see 
if two or more o f these sources produce similar results (Guion, Diehl, & McDonald, 
2011; Thurmond, 2001). I collected and utilized data from various sources, such as 
multiple questionnaires conducted with the students in two different classes, students’ 
work, feedback comments, test scores, and grades, as well as a teacher interview with 
an informed partner who had also observed the implementation of formative 
assessment with these students. This process of collaborating evidence from different 
methods gave me an opportunity to examine the data thoroughly and increase the 
credibility or trustworthiness o f my research.
Peer examination. Peer examination can be accomplished effectively with 
trusted and knowledgeable colleagues with whom the researcher can review 
perceptions, insights, and analyses (Siegle, n. d.). The colleagues can serve as mentors 
by listening to the ethical or political dilemmas the researcher encountered and giving 
advice and sharing ideas about procedures (Schwandt, 2001). A colleague can also act 
as a devil’s advocate, test the working hypotheses, help develop next steps, or serve as 
a catharsis in order to help increase dependability (Siegle, n. d.). I asked my teaching 
partner to cooperate with me in peer examination over the process of my research.
Over the period of my research, I often consulted my thesis supervisor, team-teaching 
partner, and colleagues for their advice and opinions. In informal conversation, I also
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talked about teaching practice and ideas with teachers who have years o f teaching 
experience, which enabled me to reflect on my practice from different perspectives.
M ember checking. Member checking is a practice for ensuring the accuracy 
of the information provided by participants, as recorded by the researcher. The process 
requires that the researcher solicit feedback from respondents on the accuracy of the 
information as recorded as well as the credibility o f the preliminary findings 
(Schwandt, 2001). Creswell (2008) confirmed that member checking includes taking 
the findings back to participants as the source of the information and asking them 
about the accuracy of both the data and the interpretation. It is conducted by assessing 
intentionality of respondents, correcting errors, providing additional information, 
creating an opportunity to summarize the first step for data analysis, and assessing the 
overall adequacy of the data in addition to individual data points (Siegle, n. d.).
This approach was especially important in this study because o f the need to 
translate the original Japanese data accurately. In the learning partner interview, I 
asked the teacher about the changes in her teaching practice and beliefs and these 
discussions were tape recorded for transcription. I translated what she said into 
English as I transcribed the interview. Before I began my data analysis, the translated 
transcription was checked by the participant to verify the accuracy, which was possible 
because she is also fluent in English.
All the student questionnaires were in Japanese and so I translated the original 
texts and answers into English. Then, I showed the translated texts of their own 
questionnaires to five students who were more proficient with English and I asked 
them to comment on the accuracy o f my translation. They told me that my English 
translation correctly expressed the responses that they had written in Japanese. Then, I
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analyzed the data collected from both students and teachers and invited my learning 
partner, Ms. S, to provide feedback or member checking on my analyses and findings.
Sum m ary
In this chapter, I described the inquiry method and the procedure that I used in 
this study. In the study I explored how two teachers implemented formative 
assessment with a vision of improving student learning and building their own 
capacity to leam together through systematic, collaborative inquiry. I provided 
detailed descriptions of the inquiry model, participants, sources of data, and my 
approach to data analysis. Implicit in these descriptions is the belief that a qualitative 
approach, particularly professional inquiry informed by action research, was the most 
appropriate method for an exploratory implementation of formative assessment and 
learning community development.
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CHAPTER IV: NEW UNDERSTANDINGS
The purpose of this study was to explore how the implementation of formative 
assessment strategies through rubrics in a Japanese high school might affect student 
learning, contribute to teacher learning, and further the development o f a learning 
community among teachers. I begin this chapter with the description o f the detailed 
process of implementing new strategies and developing a learning community, 
followed by meaning made from this practice in relation to the research questions.
An outline of results of the student questionnaires conducted over the two terms and 
an interview with my research partner are provided to explore the effect that the 
implementation o f formative assessment appeared to have on student and teacher 
learning. Questionnaires and interview questions provided a clearer understanding of 
students’ and teachers’ insights regarding their learning. The findings are supported by 
direct quotes from the qualitative questionnaires and interviews, which I translated 
from Japanese, in order to reflect the feelings or opinions o f the participants.
In Chapter Three, I described the four stages of the professional inquiry 
platform that I chose for the method of this study (Brown, 2011; Brown & Cherkowski, 
2011). The first stage, Wholeness, involved inviting participants to a learning 
community, sharing goals, gaining knowledge, and making action plans. In the second 
stage, Awareness, I described collecting data, sharing awareness, and implementing 
the new strategies. Then, I provided an overview o f the third and fourth stages,
Meaning and Commitment, regarding the procedure I planned to follow throughout 
this study. In this chapter, I continue to describe the stages of the inquiry, starting from 
Awareness, as I implemented formative assessment with the use of rubrics in the 
English writing classrooms in a Japanese high school over two terms (see Table 8). I
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then explain and analyze the story of the implementation, o f student and teacher 
responses, and o f resulting decisions as to how to proceed.
Table 8
Timeline
Date Week #
August 2011 Ethics approval application submitted to UNBC.
September 1, 2011 Second term starts.
October 12, 2011 Ethics approved.
October 13-15, 2011 Week 1: Questionnaire 1 conducted.
October 17-22, 2011 Week 2
October 24-29, 2011 Week 3
October 31 -November 5, 2011 Week 4: Midterm exam.
November 7-12, 2011 Week 5
November 14-19, 2011 Week 6
November 21-26, 2011 Week 7
November 28-Dcember 3, 2011 Week 8
December 5-10, 2011 Week 9
December 12-17, 2011 Week 10: Final exam. Questionnaire 2 conducted.
Winter Break
January 2-7, 2012 Week 11: Third term starts.
January 9-14, 2012 Week 12
January 16-21, 2012 Week 13
January 23-28, 2012 Week 14
January 30-February 4, 2012 Week 15
February 6-11, 2012 Week 16
February 13-18, 2012 Week 17
February 20-25, 2012 Week 18
February 27-March 3, 2012 Week 19: Questionnaire 3 conducted. Final exam 
period starts.
Awareness
In the second stage of the professional inquiry, Awareness, I collected data to 
build a shared awareness, with my learning partner, of where students were in terms of 
achievement, motivation, changes in their learning, and their abilities to own their 
learning in English writing class. I also collected data to contribute to a better 
understanding of the teacher learning that occurred for us, as a result o f our classroom 
experiences and examination o f the data.
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Teachers Learning to Use Rubrics and Developing as a Learning Com m unity
In this section, I outline the creative action that I took to address my research 
questions regarding teacher learning. Presenting this analysis first appeared natural to 
me because the inquiry started with the teachers’ initiatives. I will also present data 
from my journal, student questionnaires, and the learning partner interview. I will 
separately explore student learning later in this chapter.
Sharing awareness. In the planning stage o f the study, with the support o f my 
team-teaching and research partner, I selected the point in the English writing courses 
where I would introduce the rubrics I had constructed. I had been team teaching 
English writing in Class B with Ms. S two hours a week since the first term, but not in 
Class A. During the summer vacation, we discussed our choice of classes in which to 
implement rubrics and Ms. S proposed that I join her in Class A, another writing class, 
starting from the beginning of the second term. I thought it was a good idea because it 
would enable me to conduct the research in two different writing classes. Acquiring 
writing skill is a creative, formative process; therefore, formative assessment seemed 
to be an appropriate strategy to improve writing rather than exercising summative 
assessment only (Varlas, 2012, p. 1). Ms. S advised me on the rubrics and 
questionnaire I had drafted and we collaborated on improving them throughout the 
year. At this stage, it was important to have shared visions and understandings o f our 
inquiry as a learning team, as learning community theory suggests (Mitchell & 
Sackney, 2009a). We also talked about how we taught the class as a team and what 
roles each o f us played in our team-teaching. We agreed that Ms. S would give most of 
the grammatical explanations in class and I would be in charge of oral practice and the 
correction of writing exercises, including students’ homework and assignments (see 
Table 9). In addition, we made a plan for the assignments we would give students,
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from the start of this research to its completion, over two terms, using the lessons from 
our writing textbook (see Table 10).
Table 9
Usual Teaching Procedure
(1) Greeting
(2) Writing quiz from the textbook Selective 300 sentences fo r  English writing
(3) Peer assessment of the quiz
(4) Preparing for the next quiz
- Explanation o f grammar points
- Practice reading and memorizing in pairs
(5) Feedback on assignments (giving back students’ work along with rubrics) and 
announcement o f new assignments
(6) Vocabulary (verbs and nouns)
(7) Key Expressions from the textbook Polestar
(8) Checking answers for Exercises on the textbook
Table 10
Assignments to Cover in the Research
WA# Lesson# Assignment
2nd Term (Before the midterm)
1 Lesson 6 What I do to stay in shape
2 Lesson 7 Japanese food
3 Lesson 8 Environmental improvement activities
2nd Term (After the midterm)
4 Lesson 9 Letter to Chris
5 Lesson 10 Letter to Mr. Young
6 Lesson 11 Advice from an Agony Aunt
7 Lesson 12 
3rd Term
Thank-you letter to Professor Walters
8 Lesson 13 Letter to Jessica
9 Lesson 14 My hope for the future
10 Lesson 15 My opinion on alcohol and tobacco vending machines
11 Extra Assignment (What would you do if you were the principal of yourschool?)
Note. The lessons and assignment topics were taken from the writing textbook 
Polestar writing course revised (Suken-shuppan, 2011).
I found it helpful to have a teaching and learning partner to consult with about 
my teaching practice, new ideas, and concerns. I wrote about the process o f sharing 
awareness at this stage on my researcher’s journal:
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I  talked with my team-teaching partner, Ms. S, about using rubrics and doing 
questionnaires with students in our classroom because we team-teach. I  gave 
her a sample o f my rubrics. We also talked about the questionnaire I  am 
planning to conduct at class. We talked about the questions in the 
questionnaire. She pointed out some repetition in the questions that she 
thought I  might want to change. It is nice to have a partner who advises me 
from  a different point o f view. She said it would be fin e  to conduct the 
questionnaire in our two writing classes in the second trimester. I  have decided 
to do my research in these writing classes because they are the classes fo r  the 
second graders, who are more suitable fo r  the use o f  rubrics than the first 
graders, who still struggle to make even short sentences. I  don’t have class by 
myself but always team-teach with other teachers. For anything I  do, I  always 
have to ask fo r  cooperation from  other teachersB ut from  another perspective, 
it can be a good chance fo r  a learning community to be developed in our 
school. We can learn together fo r  students ’ efficient learning. (RJ, 25/08/2011)
The collaboration required by my mentorship program and training position
may have started as teacher learning made mandatory by the government program, but
I hoped to use the position to own my learning and shape the outcomes with my
initiative. However, at this stage, I was not yet fiilly used to the new environment in an
academically focused high school and team-teaching with a teacher partner. Therefore,
I was not feeling confident about my teaching. In addition, I was a little concerned
about building relationships with students in the new class, which is essential to
implementing change (Fullan, 2001), as well as building learning community among
teachers who were new to me (Mitchell & Sackney, 2009a). Keeping a journal at this
stage helped me to reflect on my negative feelings and reveal my uncertainty as a
teacher:
I  taught in Class B with Ms. S  from  the beginning o f  the first term, but not in 
Class A. She taught Class A by herself in the firs t term. So it can be a little 
hard fo r  me to start teaching the class in the middle o f  the school year without 
knowing any students. (RJ, 25/08/2011)
I was uncertain and worried about whether the students would welcome me as 
their teacher and willingly participate in my formative assessment strategies. At the 
same time, I received another assignment:
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The vice-principal also asked me to teach in two other classes fo r  the third 
graders in place o f a teacher who has been absent fo r  a while because o f  
sickness. This can be a good opportunity fo r  me to try formative assessment. 
However, I  think there are some limitations: (a) It may be harder to build 
trust-relationship with students because I  start teaching in the middle o f  the 
year, not from the start. Andfor the third graders, I  teach in place o f  a 
colleague and my time is limited; and (b) the school is highly academic ability 
oriented. It is considered the best to teach students how to get good scores in 
exams, rather than to encourage students ’ deep and lifelong learning. This is 
the school culture that has been engrained in students ’ mind. (RJ, 25/08/201 \)
This journal entry shows that at this point I had a negative perspective o f my
school’s culture. I was worried and pessimistic about my new assignment and inclined
to act passively. I felt constrained by the school culture and could not get myself
excited about the new opportunity because of the pressure of doing something new in
a new environment.
As was expected because o f the academic nature o f this school, assessment in 
the school was almost exclusively summative. Grades are given to students at the end 
of each term, based purely on summative data from midterm and final exams. For 
English courses, students in the same grade take the same exams no matter who their 
teachers are. Common exams meant that even if I implemented formative assessment 
in my own class, I would still have to give grades purely based on summative 
assessment; there might be little correspondence between the feedback that I would 
give and the students’ final marks.
Another observation I made was that teachers were under constant pressure to 
prepare students to pass university entrance exams. Both the school and the teachers 
were assessed every year, based on student exam scores and on the number o f students 
who obtained entrance to prestigious universities, such as the University o f Tokyo. 
Therefore, in my efforts to implement formative assessment in my classroom, it was 
not possible to focus only on formative assessment in my teaching practice but it was 
important to keep a balance between summative and formative assessment.
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This school appeared to have been built on traditional assumptions of 
schooling, which “are organized, structured, and operated not to foster learning but 
rather to cultivate compliance” (Mitchell & Sackney, 2009a, p. 8). A significant shift 
was necessary to build a learning community where topics and materials would be 
personally relevant to students’ lives and classrooms would be exciting for both 
students and educators as co-learners. This discrepancy between what I was 
experiencing and the learning community vision I had read about was the source o f my 
discouragement.
Constructing rubrics. In order to construct rubrics that are were appropriate 
for my students in Classes A and B, I first read through literature on rubrics, written in 
English, as part o f the Wholeness stage of the study. Then, using the knowledge I had 
gained through reviewing this literature, I created one sample rubric that would be the 
basis of my future rubrics. I followed the step-by-step process for designing rubrics, 
presented by Mertler (2001), which I referred to in Chapter 2. First, I examined “the 
learning objectives to be addressed by the task” (p. 5). Second, I collected some rubric 
samples from the literature and, by using those samples, identified specific attributes 
that I would like my students to demonstrate in their work. Third, 1 brainstormed 
“characteristics that describe each attribute” (p. 5). I chose to use analytic rubrics, not 
holistic rubrics, because analytic ones with multiple criteria may be more appropriate 
to assess students’ writing from several perspectives and provide detailed feedback. 
However, I tried to avoid having too many criteria on the rubric, to avoid confusing 
the students, because they had never used rubrics before. Fourth, I wrote simple 
“narrative descriptions for excellent work and poor work for individual attributes” (p.
5) for the highest and lowest level of performance. Fifth, I described “other levels on
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the continuum that range[d] from excellent to poor work for each attribute” (p. 5) and 
completed the rubric (Mertler, 2001) (see Appendix L).
As I constructed rubrics, I kept in mind that the criteria and description on the 
rubrics should be clear for students. According to Perlman (2003), “a rubric can be a 
powerful communication tool” (p. 7), but students and parents need to be able to 
understand it “in order for a rubric to be effective in communicating what we expect of 
our students” (p. 7). I looked back and reflected on my rubric sample, considering 
students’ English abilities. The rubric that I had just created in English looked too 
complicated for Japanese students who are learning English as a foreign language. 
Therefore, I decided to use Japanese on the rubric, instead o f English, which is a 
foreign language for them. This was a decision point for me, where I changed my plan 
in light of my knowledge of my students. I translated the rubric sample that I had 
created into Japanese. As I translated, I reviewed and revised the attributes on the 
rubric and reflected on what I wanted my students to leam and demonstrate in the 
writing course. I combined some related attributes and reduced the number o f  criteria 
from six to four in order for students to understand and focus on important elements of 
writing: meaning, style, form, and conventions. I also reduced the number o f the levels 
of performance from five to four.
I shared this rubric with my team-teaching partner, Ms. S. She advised me to 
keep the description simple and further reduce the number o f criteria to avoid student 
confusion. I expected that simple descriptions and the appropriate number o f criteria 
would make the learning intentions and criteria for success clearer for students. Based 
on my teaching partner’s feedback, I reduced the number o f criteria from four to three 
and started to create a rubric for each assignment we were going to give students (see
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Appendices L and M). I modified the rubrics over the two terms according to the
topics and student responses.
Introducing formative assessment with rubrics. Soon after I was granted
ethics approval for this study from the university in October 2011,1 began to collect
student data by administering the first student questionnaire. After they had finished
the first questionnaire, I explained to the students in Class A how they would do their
assignments and we talked about rubrics as assessment tools. In spite o f my
explanation, most students seemed to have no idea what rubrics were. In the previous
term, they had completed several writing assignments on various topics, but without
rubrics. My teaching partner corrected grammatical mistakes and when she gave the
assignments back to the students, she usually gave brief oral feedback to the whole
class, mainly on common grammatical mistakes, without reference to criteria or a
rubric. When I used the rubric for the first time in my class in the second term, I
realized that my explanation of rubrics was not clear enough because the students were
not familiar with the rubric. I had only brought one copy o f a sample rubric to show
the whole class. After the class, I reflected in my journal:
1 tried to explain clearly what the criteria fo r  assessing their writing would be.
1 noticed my explanation was not clear enough because I  did not give each 
student a sample rubric. I  hesitated to put too much o f  my ideas into the class 
at one time and tried to do little by little because it was my first time to actually 
use any rubric in class. (RJ, 13/10/2011)
I realized that I should have given the rubric sheet to each of the students to
make the new strategy clearer to them. On the following day, I conducted the same
questionnaire in Class B and introduced rubrics but changed the strategy, by actually
giving the rubric sheet to each student.
After the questionnaire, Ms. S  talked about a new assignment and I  explained 
to them about the free writing question in Lesson 6 .1 spoke about the criteria 
and told them to write in more than 30 words. I  distributed a rubric sheet fo r  
Lesson 6 when I  announced to them about the first assignment "What I  do to
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stay in shape ” from  the textbook. As it was the first time for most o f  the 
students to use any rubrics, I  told them what rubrics are and what they are for. 
Then I  talked about the criteria and standard on the rubric and gave them 
writing worksheets. I  announced that their writing would be assessed with the 
rubric. I  also tried to make it easy fo r  students to start, by telling them to start 
their writing by “what I  do to stay in shape is ... ” (RJ, 14/10/2011)
In formative assessment, teachers use evidence about learning to adjust
instruction so that it will better meet student needs (Black & Wiliam, 1998a; Black et
al., 2003; Wiliam, 2007). The modification of my instruction enabled the first
implementation of rubrics to go more smoothly in Class B. I started to feel a little
more confident about these innovative strategies. I also felt more at ease because I
knew this group of students. I reflected on student responses after the class:
It was easier fo r  me to do the questionnaire in this class, maybe because it was 
my second time to do this and I  have been team teaching in this class since the 
first semester with Ms. S. Students are very welcoming andfriendly. They are 
mostly hard workers when I  see them at class. This class is a standard class, 
not advanced, so there should be some students with not so high academic 
abilities. (RJ, 14/10/2011)
I realized the importance of relationships to make a change and to build a learning
community that includes students as well as other professionals.
At the time of this, rubrics were completely new to teachers as well as students
at our school. In informal conversation, I told some teachers at the school about the
class and my teaching practice with Ms. S, and they asked me what rubrics were and
how to use them in assessing students’ work. I explained what a rubric looks like and
how to use it and provided them with sample rubrics. I also heard Ms. S informally
talk to other teachers in the English department about our teaching practice, including
rubrics. Ms. Y, an experienced teacher who was also my team-teaching partner for
other classes, used the rubric I gave to her when she corrected her students’ writing in
her one-day writing course. She told me she thought the rubrics were useful because
the criteria and advice became clearer when she used it. Ms. U, the youngest English
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teacher at school, told me she was interested in the rubric and wanted to use it in the 
future. I was pleased to find that the teachers I talked with seemed interested in the 
rubrics and in formative assessment strategies.
Teachers working as a team. Because we taught together in two writing 
classes over one year, Ms. S and I had a small meeting or talk before and after each 
class. Some meetings lasted about twenty minutes and others only a few minutes, 
depending on the day, the topics, and ideas we had. We taught together four hours a 
week, in three different days. We taught Class A on Friday and Saturday, Class B on 
Friday and Tuesday. Either or both of us had another class right after most o f our 
classes, but we did not have class after our class together on Friday, which allowed us 
to have longer talks when necessary. Both o f us often brought some teaching 
approaches and ideas to try, including rubrics and pair-work activities, and we also 
exchanged feedback on the class, students’ work, and their responses. Talking with Ms. 
S. often gave me a chance to notice subtle changes and reflect specifically on the finer 
points of my teaching practice. After conducting the first questionnaire in Class B, we 
had a meeting and I made a journal entry about it:
After class, Ms. S and I  read and took a look at the questionnaire sheets 
from the students. The students in Class B seemed less likely to be motivated to 
learn, maybe because some students are not equipped with high academic 
abilities.
Ms. S informed me that many students are not satisfied with their reading 
class. We need to teach them in a way that would satisfy students ’ motivation 
to gain new knowledge. They have intellectual curiosity and want their teacher 
to satisfy it. We also need to tell them how and why. We should be able to 
explain to them why a certain word is used in this way or another. Do not say, 
“Memorize these words and expressions because it is the rule and native 
speakers say this way. ” Doing so means we are not trying. We are not trying to 
explain. Teachers should be able to teach in a way that students can 
understand English easily. (RJ, 14/10/2011)
Ms. S had been teaching the second graders since last year and was also a 
homeroom teacher of this grade, so she knew the students well. She provided me with
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student information and useful advice. I believed that I had a lot of things to learn
from her and we worked and learned together as a team.
Ms. S explained about several expressions used to emphasize words such as 
verbs, nouns, adjectives, adverbs, etc. She teaches very well. I  would like to 
learn from her how to teach. The students were quiet and listening to her as 
usual. (RJ, 14/10/2011)
This journal entry shows that, at this point, I began to be an active learner, motivated
to teach and learn from my partner and mentor. In every class I taught with her, I
found something to leam. In the planning stage o f this inquiry, I was worried about my
teaching, especially in Class A, but I started to feel more confident, positive, and
motivated. Team-teaching with Ms. S. turned out to be a productive and meaningful
learning opportunity for me. From the first implementation o f rubrics in our class, we
started to build a relationship as co-learners and to grow as a learning community with
a collaborative work culture (Mitchell & Sackney, 2009a).
Learning to use rubrics. In one meeting, we discussed how to have students
revise their work, using the rubrics, and we decided to try a new strategy:
After class, Ms. S advised me to make a worksheet/paper for students to use to 
revise their writing (their second hand-in). By doing this, we can have all the 
students to edit their writing according to my feedback. I  thought it was a good  
idea and decided to make the second draft sheet. (RJ, 14/10/2011)
I thought Ms. S’s idea very helpful and decided to make the second draft sheet
soon. Mitchell and Sackney (2009a) defined high-capacity schools and pointed out “a
collaborative culture among the staff’ and “innovation, experimentation, and risk
taking in pedagogy and curriculum” as two o f the seven broad characteristics (p. 32). I
was glad that my partner was collaborative and willing to try this new strategy, which
demonstrated these characteristics o f a developing learning community.
As the last two steps in his process for designing rubrics, Mertler (2001)
recommended that teachers “collect samples o f student work that exemplify each level”
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and “revise the rubric, as necessary” (p. 5). After collecting students’ first assignment,
I tested my rubric by using it to assess actual student work samples. Perlman (2003)
advised teachers to ask ourselves these questions while revising and testing the rubric:
“Did the scale have too many or too few points? How could the definitions o f the
score points be made more explicit?” (p. 10). While pilot testing, I noticed that some
descriptions were ambiguous and I revised to make them more explicit and easy to
understand. I showed the final version of my first rubric to Ms. S and she agreed.
When I utilized the revised rubric for the first time to give feedback on students’ work,
I reflected on the strategy and my feelings:
Using rubrics was harder than I  had expected. I  tried to be fa ir to every 
student. As I  corrected their grammatical errors, I  also tried to write why they 
are wrong. It is difficult to put students writing into the criteria I  made fo r  the 
class. I  only made three levels fo r  each criterion; almost all students fa ll in to 
the second level. But in the hindsight, having only three levels can avoid 
confusion. Most students in this school are very good academically, so it is 
hard to evaluate and put them into different levels. (RJ, 28/10/ 2011)
Using rubrics effectively was a challenge also because it took me a great deal
of time to correct students’ writing. I needed to learn to use them in the first place:
It takes a lot o f time to revise students ’ writing. Japanese teachers are often too 
busy with work other than teaching, like paper work, club activities, etc. 
Therefore, i t ’s not very surprising fo r  me that rubrics haven’t been well 
developed or utilized by teachers here. It takes more time to correct students ’ 
writing with rubrics because you need to pay attention to several factors, not 
limited to grammar errors. But I  noticed that by using rubrics, teachers could 
give students feedback in more detail about each criterion on the rubric. (RJ, 
28/10/ 2011)
After correcting students’ paper for the first time by using rubrics, Ms. S and I
reviewed the process together:
She read through the students ’ work sheets and said that I'd done well and it 
would have been discouraging fo r  students to get their paper corrected in too 
much detail. I  told her that there were some grammatical mistakes and 
informed her o f some types o f those mistakes. She asked me to give students 
detailed oral feedback at the beginning o f  the next class. It was nice to hear 
that I ’m doing okay with the correction o f  students’ assignments. (RJ, 28/10/ 
2011)
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By talking with Ms. S, I could be assured that what I was doing was meeting 
with her approval and I could feel more confident in my strategy. I corrected every 
assignment submitted by students and wrote feedback, using rubrics. The corrected 
work was given back to the students along with the rubric and a second draft sheet. I 
asked students to revise the content and redo their assignment, following my feedback.
Improving my feedback and corrections. I was aware from the assessment 
literature and my previous experience as a teacher that feedback is crucial in teaching 
(Black & Wiliam, 1998a; Black et al., 2003). Feedback is central to the concept of 
formative assessment. As I learned to use rubrics as formative assessment tools, I paid 
attention to the feedback I gave to students. In this strategy, feedback was especially 
important because students would write the second or final draft based on the feedback 
on their first draft. Redoing assignments was also essential in order to promote 
students’ ownership of learning with this formative assessment strategy. Varlas (2012) 
stated: “students learn best when creating successive drafts o f their work and 
incorporating meaningful feedback from peers and teachers into their revisions” (p. 6).
Prior to this research, I only corrected grammatical errors when correcting 
students’ English compositions. I noticed, when using rubrics for the first time, that 
teachers could be encouraged and learn to give feedback in detail for some different 
criteria, even if  it takes more time to do it (RJ, 28/10/ 2011). Many o f the university 
entrance exams that students write are also concerned with these criteria. Those 
universities have started to shift from too much focus on grammar correctness to 
fluency and meaning in their English questions by asking students to write a short 
essay or state an opinion on a certain topic in English. I could encourage fluency and 
meaning to motivate students to write, so that they would be more willing to revise for 
correctness to communicate their own ideas well. I found myself thinking about the
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meaning, structure, organization, and content of the writing as well as whether it was
grammatically correct.
It is hard to evaluate students ’ writing according to the rubric levels 1-3. 
However, I  think when they use rubrics, it will be easier for students to know 
where they are right now, because we check and show them in several points. 
(RJ, 31/10/2011)
I was aware that fluency was one o f the important goals at this point but still
continued to give detailed grammar correction, thinking that students wanted it to
prepare for exams. I found myself struggling to try to focus on both grammar and
fluency at the same time. I started to realize that keeping the balance between grammar
corrections and focus on fluency and meaning is a challenge for me. On the seventh
week, I reflected on the feedback I had been giving to students.
As I  was revising students ’ writing using rubrics, I fe lt  it is necessary fo r  me to 
give more room to the students when they think and revise by themselves. I  
wrote my own sentences on students ’ assignment sheets when I  revised their 
compositions. However, maybe i t ’s better i f  I ’ll give them only a hint instead. 
Then, students can think by themselves and try to construct a better sentence 
when they revise. (RJ, 12/10/2011)
The student questionnaire at the end o f the second term showed that I 
commented more on what they could not do than what they could do. Although many 
students responded that the rubrics were helpful in the process of their learning, I had 
mixed feelings about their answers. More students wrote that the rubrics enabled them 
to know what they could not do: “I can know what part of my writing is not 
good”(Ss#14,16,18, 32, 33), “I can know what is missing in my writing”(S#20), “It 
was clear to me where I usually make mistakes and what part I did not understand” 
(S#35), and “What is missing in my writing is clearly demonstrated and I can know 
what part I should correct” (S#40). A fewer students answered they could know what 
they could do or what they were good at in terms writing: “I can know my writing 
ability” (S#6 and S#26), “The criteria are clear and I can visually know where I am”
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(S#28), “I can know how much 1 could write and use it for the next time” (S#37), and 
“I can get to know how well I did and my mistakes” (S#39). By reflecting on the 
results of the questionnaire and the copies o f students’ papers, I thought these 
responses occurred because I gave them detailed grammar corrections and showed 
them what part was not correct but I did not yet elaborate enough on what they can do 
or have achieved and should do to improve their fluency. Black and Wiliam (1998b) 
suggested that feedback “should give each pupil guidance on how to improve, and 
each pupil must be given help and an opportunity to work on the improvement”(p.
144). It is important for students to know what they are able to do and how to improve 
and to be encouraged and motivated to write more in order to develop their fluency. I 
realized that 1 needed to focus more on their strengths rather than their weaknesses to 
move their learning forward.
M ore descriptive feedback to move their learning forward. As I was 
reflecting on my teaching practice during the second term, by reviewing copies o f 
students’ work and the rubrics I gave them with comments, I also realized that I had 
not given sufficient descriptive feedback on their rubrics. Descriptive feedback that 
moves learning forward  is one o f the Six Big Assessment Strategies proposed by 
Halbert and Kaser (n. d.), on which my action plan was based. My goal was to give 
students feedback that would encourage them to continue learning but I was still 
struggling with how to do that. I always corrected and returned their assignments in 
the next class because giving students timely feedback is important, as suggested in 
the literature (Irons, 2008; Dean et al., 2012). However, because I was always busy 
with various sorts o f other work at school and correcting students’ work was time 
consuming, I only circled some descriptions on the rubric that described each student’s 
writing ability. I did not offer many descriptive comments on each student’s rubric. I
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decided to learn how to give descriptive feedback that would encourage students to 
continue to learn and improve their writing on their own and move forward.
I found that giving feedback that moves learning forward (feedforward) was 
especially important for students who were not achieving well, as the literature 
suggested (Black & Wiliam, 1998b). The following case illustrates how I gave 
individual feedback to a low-achieving student. Student#23, who I will refer to as Jun, 
placed 38th out of 40 students in first term exam scores. In the first questionnaire in 
October, Jun responded Disagree to four questions: Questions 2 {Do you understand 
the learning intentions?), Question 3 {Are you satisfied with the class?), and Question 
4 {Does your teacher understand you and your needs?). He gave the following 
reasons: “Writing essays in English is difficult.” (Question 3) and “I would like the 
teachers to give me more Japanese translation” (Question 4). However, he chose Agree 
to Question 1 {Areyou motivated to learn English?) because “English will be 
important to pass entrance exams.” He wanted to leam English mainly because it is an 
important subject in university entrance exams but he did not know how to leam it. He 
handed in the first and third assignments but failed to submit the following four 
assignments. In his first assignment, he wrote:
What I  do to stay in shape is that eat a lot o f  vegetable. Vegetable include
various nourishment. Our health is brought good effect by the various
nourishment ingesting. (29 words) (S#23, WA#1)
I could see during the class, as well as in his composition, that he was struggling with 
English but he was willing to leam. I gave him 5 points out o f 12 in the rubric and 
wrote a comment: Give more detailed example and think of the conclusion (TC). 
During the class, he sometimes seemed overwhelmed by the amount of assignments he 
had or the number of English words he had to memorize for the class. One day after 
class, Jim came to talk to me, as I recorded in my journal.
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After the class, Jun came to talk to me, saying, "I  ca n ’t write and I  don’t know 
how to write. I  can ’t think o f  examples to write about in my composition. ” I  
asked him how he usually writes Japanese composition. He replied he could 
usually write okay in Japanese. But when it comes to English, he doesn ’t know  
how to express what he wants to say in English. He said he had to remember 
key expressions and study basic English grammar before he starts writing in 
the first place. I  told him that he needs to know basics to write in English but 
he also needs to write and practice writing a lot to be able to write well in 
English. I  told him not to be worried about making mistakes. You can learn 
from the mistakes. I  also advised him to start with an assignment that seems 
easier fo r  him. Ms. S agreed with me and told him so, too. (RJ, 28/10/2011)
After talking with Jun, I started to think of fluency as an important goal that could be
inhibited by too much grammar correction. Struggling learners especially could lose
their confidence and motivation with too much correction. The balance between
grammar correction and focus on fluency or meaning seemed to be an important aspect
to consider for this student, who was not confident in his own English ability. I began
to focus more on fluency and meaning than before.
By the end of the second term, Jun had submitted five assignments and I
continued to encourage him to practice writing more, through informal conversations
with him and in my comments on rubrics for his completed assignments. In addition to
circling some descriptors in the rubrics, I wrote a comment for each o f his assignments
to praise him for improvement and encourage him to write more. In the second-term
final exam, his exam score (77 points) was higher than the average (68.8 points) for
the first time. I was glad that this student’s score showed a large improvement. In the
questionnaire at the end o f the second term, he again responded Disagree to Question
4: Does your teacher understand you and your needs? But selected Agree to the other
questions, writing, “My English ability is improving little by little” (S#23, SQ Dec).
When I talked to him at the end o f the term, he looked more confident than he had at
the beginning of the term; I saw him working harder and with more concentration
during the class. I asked him how he was doing after class one day in the second term
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and he said he had been studying more than he used to and he could understand more 
easily what he learned in class.
In the third term, Jun submitted three more assignments but his final exam 
score was 52 points, which was lower than the average (71 points). His exam score did 
not improve in the third term, which was disappointing, but I was happy to see a 
change in his answers in February questionnaire at the end o f the third term: his 
answers were all positive. He answered Strongly Agree to Questions 1, 4, and 11 {Do 
the rubrics we are using help you to see your own progress and to set goals fo r  your 
learning?) and Agree to the rest of the questions. He wrote that the rubrics we were 
using were helpful because he could know in what part he was not right (S#23, SQ 
Feb).
Reflecting on Jun’s answers and test scores, I have come to think that the keys 
to success for him were his beliefs about the importance of English and his sense o f 
achievement. He answered in the first questionnaire in October that learning English is 
important to him because English is the most important subject to pass university 
entrance exams. In the following questionnaires, however, he responded that learning 
English is important to him because he would use it in the future (SQ Feb) or in his 
future job (SQ Sep). As for the sense of achievement, he wrote that he was satisfied 
with his writing class “because my English writing is improving little by little” (SQ 
Dec), which showed a change from his answer in October questionnaire, when he was 
not satisfied with the class because writing essays in English was difficult. He also 
responded to Question 5 {What did you become able to do this semester?) that he 
became able to write short sentences easily (SQ Dec, Feb) and to write long sentences 
(SQ Feb) and he learned how to write in English (SQ Feb).
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In his last few assignments for this class, Jim’s essays became longer, which
showed development in his writing fluency:
I  want to cure many people who is suffering from  a variety o f  disease, so I  have 
decided to become a doctor. I f  I  become it, I  want to take part in various 
operation. It won't be easy to participate in it, but I ’ll continue to study until I  
can do in it. (53 words) (S#23, WA#9)
After correcting some of his grammar mistakes, I returned the paper to him with a
rubric and the following comment:
Pay more attention to singular and plural when you write. I  like your dream to 
be a doctor and help many people. I  think your writing will get better i f  you 
write your examples in more detail. (TC, WA#9)
For most of his assignments, I wrote comments on what I liked about his
writing, what he could do, and what he could do to improve his writing next time. But
he had never submitted his second draft in the second term. Finally, for his last
assignment, he submitted the second draft for the first time in this class. I was glad to
receive it and found that he had tried to improve his first draft and his writing had
become more smooth and fluent.
That’s just how I  feel. I f  people under 20 drink or smoke, they will harm their 
health. Tobacco harms to the lungs and Alcohol do to the liver. They cause a 
variety o f  diseases. I  think tobacco and alcohol vending machines should not 
put at the streets. (48 words) (S#23, SA#10, l sl draft)
I  agree with this opinion. I f  people under 20 drink or smoke, they will harm 
their own health. Tobacco is harmful to their lung and alcohol is to their liver. 
In conclusion they cause a variety o f  diseases. I  think tobacco and alcohol 
bending machines should not be put on the streets. (52 words) (S#23, SA#10, 
2nd draft)
From Jun, who began to leam English more slowly than many of his classmates, I 
learned that the sense of achievement, or knowing what they can do, is important in 
learning English writing. I have found that positive feedback from the teacher tells 
students what they can do and what they should do next to move their learning 
forward. In other writing classes in this high school, teachers do not ask students to
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write their second draft, probably because they are too busy or they need to cover so
many other things in their classes. However, with the advantage of team-teaching in
the classes I shared with Ms. S, it was not as difficult for me to find time to correct
students’ writing and give them feedback. I learned from this inquiry that when I gave
students opportunities to write their second drafts, they were able to revise their own
writing, and accordingly, their writing fluency improved. By repeating this process,
students may come to feel their writing has been improving and they can actually write.
However, this is an area for further classroom inquiry: the amount of grammar
correction that the teacher gives to students and its balance with the focus on fluency
and meaning need further exploration.
Positive oral feedback. I began to realize that oral feedback is as important as
written descriptive feedback to move student learning forward. For every assignment,
I corrected and gave back the first drafts to students in their next class, along with the
rubric and the final draft writing sheet. I asked them to redo the assignment, using the
rubric and my comments. After giving the first assignment back to the students, I
wrote in my journal:
First, I  gave back students ’first assignment with rubrics and comments. I  
pointed out some mistakes the students had made on their assignments. I  also 
told them what topics or examples the students wrote about. Now I  think I  
should’ve given more positive feedback so that students will be more 
encouraged and motivated to write. (RJ, 28/10/2011)
I realized that I should give them more positive oral feedback, by telling them 
more about what they could do, rather than what they could not, coming to a similar 
point of view as I had regarding my written feedback. Varlas (2012) suggested: 
“Feedback should be specific and show students’ progress toward learning goals” (p.
6). What I tried in this class was to encourage them to write more to be good writers. I 
said in class, “the more you write, the better your English writing will get, or the more
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your writing will improve” (RJ, 28/10/2011). I also told them it is okay to make
mistakes and advised them not to be afraid of making them. One of the four aspects o f
the learning ecology, which are considered essential to building a high-capacity
learning community, is the affective aspect (Mitchell & Sackney, 2009a). In an
affective environment that is safe and comfortable, people feel willing to take risks
and try new things and they are able to perform better. It is important to make
persistent efforts “to build an affective climate o f trust, support, hope, and
encouragement to foster self-efficacy and security” (Mitchell & Sackney, 2009b, p. 7).
From my teaching experience in other schools, I had felt the importance o f building a
secure, welcoming, and affective learning environment for students, especially for
those struggling or unmotivated to leam. This idea was strengthened and became a
conviction through this inquiry.
On the fourth week, after I corrected the students’ final drafts for the first time,
I reflected in my journal:
I  noticed how to redo the assignment wasn’t clear fo r  them. I  should've 
explained to them more clearly about how to revise their paper by themselves 
because they are not used to it. (RJ, 1/11/2011)
Some students did not know what to write on their second draft sheet. One student
wrote a totally different essay in her second draft sheet without knowing she was
supposed to revise her first draft. Revision was an unfamiliar practice for most o f the
students, which could be a barrier or impediment to the implementation o f  formative
assessment. I found out that more specific, clear instruction was necessary for the
students who used the rubric to revise their own writing for the first time.
In the third semester, I continued my efforts to give clear instruction and
positive feedback orally:
With the finals coming close, many students handed in their assignments and  
some did their overdue ones. During the class, I  tried to give them positive
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feedback because their writing skills actually improved and I  wanted them to 
be confident about their improving skills. I  told them that redoing assignments 
and writing a lot proved to be meaningful because their writing has improved 
a lot. They seem to be more careful and pay more attention to the structure o f  
their work. (RJ, 21/02/2012)
Peers as learning resources for each other. Peers as learning resources fo r  
each other is another important strategy in the Six Big Assessment Strategies presented 
by Halbert and Kaser (n. d.). While correcting students’ compositions, I noticed large 
gaps in the students’ writing abilities. Some students, especially those in Class A, were 
already good at writing. However, there were students in Class B who were struggling 
to write and failed to submit their first two assignments. In addition, there was always 
room for improvement for advanced learners and it was also important to think how to 
use formative assessment to move proficient skills to outstanding ones so that those 
students would be more likely to score higher on the exams. I started to wonder how I 
could use formative assessment strategies and give clear oral feedback and 
explanations to the students during the class in order to move every student’s learning 
forward.
Student models. I talked with Ms. S about this issue and she advised me to 
have a student read his or her excellent work aloud in class, to provide a model or 
exemplar for other students. I reflected on a student model o f the assignment #2 
(Japanese food) they had submitted in the previous class:
I  also tried to show them a model. After talking with Ms. S, 1 asked S#31 to 
read aloud the first part o f  her writing assignment. She gave a good  
explanation o f miso soup in the first part o f  her writing. The students were 
listening carefully to their classmate and some were taking notes. (RJ, 
1/ 11/2011)
The following is the model made by S#31, who I will refer to as Yumi:
Miso soup, seasoned soybean paste, is one o f  Japanese cuisine. We can get 
everything into Miso soup. For example, tofu, wakame, vegetables and shrimps. 
A recipe o f  Miso soup is really easy. Miso soup must represent in Japanese 
breakfast.
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My favorite ingredients are nameko and eggplants. And miso soup is 
delicious not only hot but also cool. I  suggest cool miso soup to you. (S#31, 
WA#2, 1st draft)
Although Yumi made several grammatical mistakes, I liked the way she illustrated the 
Japanese food. After the student model, I tried to give them clear feedback. I told the 
class that I liked the way Yumi explained about Japanese miso soup in her writing: 
what it is like or what ingredients it contains. I told the class that many o f  their essays 
were not very clear about what the food is like and advised them to explain in more 
detail about traditional Japanese food, as if to talk to a person from another country 
who has never tried it before. I also recommended writing about their personal 
experience regarding the food in more detail, which was included in the assignment 
question. For Yumi’s first draft, I gave two points in all the four categories. In the 
second draft, Yumi made some modifications to her work:
Miso soup is seasoned with soybean paste, and is one o f Japanese cuisine. 
We can put everything into miso soup. For example, tofu, wakame, vegetables 
and shrimps. A recipe o f  miso soup is really easy. Miso soup must be the 
symbol o f Japanese breakfast.
My father likes miso suop [more] than me. When my father has a holiday, 
breakfast is always miso soup. I  can fin d  that my fa ther has a holiday. (S#31, 
WA#2, 2nd draft)
We could see that Yumi improved her writing on her own by adding an 
experience she had in her family regarding this Japanese food. Although there is of 
course some room for improvement, her story of her father made me smile. I gave her 
three points in Meaning and Form categories and two points in Style and Conventions 
on the rubric. It seemed that other students tried to leam from her as well and added 
more detailed information on the food they had chosen and their experiences with it.
I continued to have selected students read aloud exemplary work throughout 
the term. However, it sometimes seemed hard for students to catch every word read by 
the student. On the week 5 ,1 talked with Ms. S about the students’ writing:
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She told me that the rubric is helpful fo r  students to understand their strengths 
and weaknesses and it becomes easier when they revise their paper by 
themselves. We also talked about how well the students wrote as well as about 
their improvement. Some writing had no room to be corrected by the teacher. 
We decided to choose two passages from them and distribute the copy to every 
student in the class. Then, they can read it and see how they can write theirs by 
looking at the models. I t ’ll be better than ju s t listening to some students read 
their passage. (RJ, 12/11/2011)
I chose two exemplary papers, provided copies to each of the students, and asked the
students who had written the essays to read them aloud in class. I thought it helped the
students to have a written copy of the exemplars to follow silently as they listened.
However, I still thought something was missing because students remained silent and
there was no exchange o f opinions. After using this strategy, I reflected on its success:
I  made copies o f two models from  students ’ compositions and distributed them. 
But Ifound it’s a little hard to use those models so that other students can 
leam from them. Maybe I  could ask other students fo r  some opinions on the 
strengths and weaknesses o f  the models. (RJ, 14/11/2011)
Reflecting on my previous class, I changed my strategy in the next class: After
the two students who wrote the exemplars read them aloud, I asked students in class to
try to assess the papers with the rubric and discuss the strengths of the papers in pairs.
Then I explained to them how I assessed the papers in the rubric and what comments I
had written on them. Mitchell and Sackney (2009a) also recommended using this
assessment as learning strategy in a learning community. They suggested teachers
provide students with example o f high-quality assignments and low-quality
assignments and “ask students to identify what features would constitute high or low
quality” (p. 155). I did not use low-quality assignments at this point because I thought
it might hurt some students’ feelings or discourage them when their assignments were
provided to others as low-quality. An interaction between me and the students took
place in Class A as follows (original in Japanese):
Usuda: What do you think are the strengths o f  this essay? Please use the 
rubrics I  provided and discuss in pairs.
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Students: [taking in pairs]
Usuda: What do you think, SHI 6?
S#16: ... I  like the conclusion part.
Usuda: Yes, that’s a good point. He organized his writing well with the
introduction, body, and conclusion parts. The conclusion part is effective 
to make his point clear. What do you think, SHI 3?
SHI3 : 1 thought so, too.
Usuda: Okay. He concluded well. Does anyone have a different opinion? ...
What do you think, SH2?
SH2:1 like the way he used “first, second, and third. ”
Usuda: Yes, I  agree. He used adjectives very effectively, so his essay is easy to 
follow fo r  readers.
The students were thinking seriously and seemed to be trying to understand 
more about what the rubric meant when they were invited to assess the exemplary 
papers using the rubric. In this exchange, the students and I spoke in Japanese - 1 did 
not require students to use English in order to increase their comfort level. Students 
began to share opinions timidly and I heard some pairs discussing specific strengths of 
the examplars. I think it helped students to interact with each other and express their 
ideas when I asked them to discuss in pairs first as suggested in the literature (Black & 
Wiliam, 1998b; Black et al., 2003). I thought making more use of my partner or small 
group talk strategy would be a promising direction. Nonetheless, they remained quiet 
when I asked them a question in class after the pair work session and they spoke out 
only when I asked specific individuals for an answer. I felt frustrated at this because I 
thought it would be beneficial for the class to be more interactive. Returning to the 
literature to reflect on my conversation with the students, I now believe that I should 
have allowed longer wait time to help students “become more involved in discussions 
and increase the length o f their replies” (Black et al., 2003, p. 12). Black and Wiliam 
(1998b) maintained that any dialogue between pupils and a teacher “should evoke 
thoughtful reflection in which all pupils can be encouraged to take part, for only then 
can the formative process start to work” (p. 144). I also realized that I needed to work
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harder to develop a learning community of active learners who feel safe enough to 
take risks in class.
The main reason I did not allow students longer wait time to think and 
exchange their opinions in class was that I felt time pressure constantly. In this school, 
like many other Japanese high schools, all the students in the same grade take the same 
mid-term and final English exams. Therefore, all the teachers teach under the same 
annual plan. Especially in this academically intensive school, which aims to prepare 
students to pass competitive university entrance exams, teachers have to cover too 
many materials or topics for each exam. Also, several times I heard parents call the 
school to complain about a class or the way some teachers were teaching. Constant, 
invisible pressure was a feature o f teachers’ lives at this school. When an exam came 
closer, I often felt afraid that I might not be able to finish all the required lessons in the 
textbook on time:
The finals are coming closer (one week from  today) and we are under pressure 
offinishing all the content fo r  the exam. We have to cover several chapters fo r  
each exam, so I  fee l like we don’t have much time fo r  doing anything else other 
than the textbook. (RJ, 29/11/2011)
Black and Wiliam (1998b) insisted that necessary initiatives take more class 
time especially when the goal is to change the methods o f learning and outlook on it 
and “teachers have to take risks in the belief that such investment of time will yield 
rewards in the fiiture, while ‘delivery’ and ‘coverage’ with poor understanding are 
pointless and can even be harmful” (p. 144). Although I had read this advice, in this 
situation I was unable to act upon it to the degree that I would have liked. I 
experienced vulnerability because, in this school, I was a newcomer and a trainee and 
the students and their parents were keenly focused on academic achievement. Issues 
concerning the necessary amount o f time spent on new strategies and the pressure 
teachers feel remains an important area for further inquiry.
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More active participation. Students’ active participation in class remained
something I wanted to improve in the third semester. Mitchell and Sackney (2009a)
pointed out “evidence of high energy and enthusiasm across the school” (p. 32) as one
of the seven broad characteristics of high-capacity school. I reflected on students’
reactions in my journal:
Students were taking notes and paying close attention when I  was talking, but 
they didn't actively respond to my questions. They are usually very quiet even 
when I  ask them questions. I  rarely get an answer from  them. Maybe I  should 
ask individual students to speak up or answer my questions. Or I  should create 
a culture that enables students to speak up freely without being shy. (RJ, 
14/02/2012)
On the day after I wrote this journal entry, we tried to make a little change and asked a
student to make a presentation in front of the class:
I  gave students feedback on their assignment: What would you do i f  you were 
the principal o f your school? For a change, I  asked one student with a unique 
idea to speak out as Principal. I  called him Mr. Principal... then students 
laughed. Ms. S advised me to have him come to the fron t so that everyone can 
hear and see him. I  thought it was a good idea and he was willing to do that 
and read his opinion in a big voice. He said he would allow students to wear 
short pants on their way to school during the summer. I  thought it was a good 
idea to ask students come to the front when they speak out. I  also talked about 
the other students ’ opinions like making a study hall, making their speeches 
short, or making a dining hall with food  vending machines. The students 
laughed when I  talked about S # l l ’s idea to change desks into kotatsu, a type o f  
Japanese heated chair with a blanket. (RJ, 15/02/2012)
A little more engagement began to occur and the class became livelier thanks to this
strategy. By changing strategies little by little in response to students’ reactions, I tried
to create a more welcoming atmosphere where they could speak easily, without feeling
shy or being afraid to make mistakes. I chose a willing student and a funny idea to
start this new practice, which may have helped it to be something that others would
want to do.
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In addition to my work with Ms. S, I observed other teachers’ classes, which
turned out to be an opportunity to leam how to improve my teaching practice at school
and within a developing learning community:
Visited Mr. H ’s Japanese classic literature class. Some students in Class B  
who I  teach in the writing class were actively participating in the class. What I  
liked about the class was that the teacher encouraged students to raise their 
hands to answer his questions, instead o f  the teacher’s asking some particular 
students to speak out. This seemed to enable more active participation on 
students' side. Also, the questions he asked students were very good ones that 
made students think and promoted student learning and deeper understanding. 
(RJ, 17/02/2012)
In his class I was surprised to see another side of my students, which I had never seen 
in the writing class. Some who were always shy in the English class looked more 
engaged and involved. After Mr. H asked each question, students seemed to be 
seriously thinking on their own, trying to analyze the text and understand the feelings 
of the characters in the story. Especially, Ss#28 and #36, who I will refer to as Kota 
and Emi, respectively, raised their hands many times to answer the questions and 
present their own analysis of the text to support their answers in eloquent Japanese, 
which was quite a change from their responses in Japanese during the English class. (I 
usually require students to answer in Japanese in my English class when I ask them 
about sentence structure, grammar, or ideas and opinions that need to be explained in 
detail.) I was also surprised to hear Kota express his unique interpretation o f the text in 
a proud, confident voice. In the English class, both of these students looked motivated 
to leam, listened attentively, and handed in their assignments on time. However, they 
looked much less confident and seemed to be afraid of making mistakes when they 
tried to say something in English or even answer my question in Japanese. A lack o f 
confidence in their English ability may have been a relevant factor. However, from my 
observations I surmised that the key to more active student participation was the 
teacher’s questioning and encouragement. Mr. H looked well prepared for the class
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and his questions seemed to be motivating students to think more deeply on their own 
for deeper understanding. I realized that I needed to pay more attention to my 
questions to students, the learning intentions of those questions, and what I want 
students to be thinking about. This learning from the teacher o f another subject turned 
out to be useful as well as refreshing. I realized it is important to try to know students 
better from different perspectives and not base your knowledge of them simply on 
their English abilities. I started to ask other teachers at school for permission to visit 
their classrooms and all o f them agreed. Some seemed eager to share their own 
expertise and others were more interested in learning from me. In both instances, I was 
glad to find this willingness to leam together and I felt the welcoming spirit that is the 
foundation of a learning community.
Pair work. Although many students were quiet during the class, most students 
seemed most actively engaged in pair work activities, which are more common in 
Japanese language classes than in other subject areas. In addition to common mid-term 
and final exams, all the students in the second grade took the same writing quiz at the 
beginning of every writing class, which required them to memorize five sentences 
from our textbook. As the preparation for this quiz, we used pair work activity in the 
beginning of every class, when students worked together to remember the key 
sentences. This interactive practice appeared to be a helpful method for learning 
English.
In pair work, students worked hard together. One student tells the other a 
Japanese sentence and the other translates it into English. They listen to and  
corrected each other by saying/reciting the sentences. By working together, 
they can learn from  each other. It is easier to remember when they work 
together. The scores from  the finals were very good compared to other classes. 
We used a lot o f  time in class to work in pairs. We always ask students to work 
together and read/remember sentences together, correcting each other's 
sentences. It stimulates students ' memorization. (RJ, 03/12/2011)
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One student (S#3) in Class A came to talk with us right after one class and said,
“The pair work we do during the class is very helpful to remember key sentences. It’s
easy to remember when I work with my partner and it motivates me to prepare for the
class because I know w e’ll do this activity” (RJ, 30/01/2012). I considered this
student’s comments when I wrote in my journal:
I  think in the pair work, students can help each other with their learning. So 
they are partners in their own learning and making each other’s learning 
easier. In pairs they ask questions to each other and correct each other’s 
mistakes. Doing so makes it easier fo r  them to remember the sentences. (RJ, 
30/01/2012)
It was also encouraging to read some students’ positive comments on this pair 
work activity in the questionnaires: “I would like to continue the reading pair work 
because it helps me remember English” (S#15, SQ Feb), “I like practicing in pairs 
when we memorize sentences in the writing book” (S#17, SQ Feb), “The pair work 
activity is fun and helps me leam” (S#16, SQ Feb), “Pair work activity helps me to 
memorize easily and explanations are easy to understand” (S#40, SQ Feb).
This practice was intended to correspond to peers as learning resources fo r  
each other, which is one of the important concepts of formative assessment. Students 
worked together toward a learning intention that was clear to them, which was to 
memorize sentence translations from the textbook. They corrected each other or gave 
feedback in this activity and they appeared to be more engaged than in any other 
activity in class. Their voices were more confident and I could see from their faces that 
most of them were enjoying working with their partners. However, I think this strategy 
was less formative than we intended because students were preparing for quizzes that 
were mainly summative and required everyone to memorize and write the same 
sentences correctly. It was frustrating for me that all the students practiced and 
remembered the same sentences exactly as they were in their textbook and there was
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only limited room for creativity, which can be an impediment for fostering their
ownership of learning. Now I think that more creative questions or activities would
have allowed students to make better use o f their peers as learning resources and to
gain ownership o f their learning.
Peer assessment I had students correct and assess a partner’s short English
sentences and translations from the daily quizzes. I hoped that, through the process of
making corrections, students would leam from each other. I found that students
worked harder when their peers were to assess their writing, probably because they
wanted to look good in the eyes of their classmates. However, I do not think we were
able to use this strategy effectively in our writing class because we could not ask
students to write and peer-assess original sentences. Time constraints and the pressure
of covering the curriculum and preparing for the test seemed to inhibit the learning
that might have occurred. However, I would like to explore this strategy further in a
future cycle in my spiral of inquiry (Halbert, Kaser, & Koehn, 2011) related to
formative assessment and peers as learning resources.
Modifying rubrics. I modified the rubrics several times to suit my students’
abilities and the topics assigned to them. In week 10 ,1 asked students to write a letter
in English and I collected their assignments on the following week. I modified my
rubric to assess their letters.
When I  made a new rubric to write letters, Ms. S  advised me to include the 
number o f  words in its criteria. Students who wrote a lot more than others 
should get a higher assessment. Then, they wouldfeel more motivated to write 
more. (RJ, 28/11/2011)
Adding the number of words to the criteria listed on the rubric enabled me to assess
fluency in terms of the length o f the passage.
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By the end of the second term, I was able to see from the students’
compositions that the students’ writing abilities had improved. Students had become
accustomed to the rubrics and had learned to edit their own drafts.
I  corrected a lot o f papers today. The assignment was about giving advice and 
writing letters. Students' writing is getting better and better as they write more 
papers. They ’re improving a lot. Their participation in class is getting better 
and better as well, I  think. [...] Ms. S advised me to praise students a lot when 
I  give feedback on their writing. I  tried to praise them, saying their letters are 
all well written. They are really well written and they also improved in the 
second drafts. Students lookedfor the room fo r  improvement, using my 
comments andfeedback, and edited their firs t drafts by themselves. (RJ, 
28/11/2011)
Ms. S told me in our meeting after the last class in the second semester, “the rubrics 
are very useful” and “students have a good opinion o f the rubrics because they can 
know where they are and what they need to do to get better” (RJ, 05/12/2012).
The rubrics we used seemed to be useful to the students. At the beginning o f 
the implementation, I was not very confident about the use o f rubrics in class, mainly 
because no teachers or students there had ever used them before. However, as Ms. S 
and I actually used them in our classes and saw the students’ improvement, I began to 
feel more confident. Students learned to revise and write the second or final drafts by 
themselves with the use of rubrics. The students improved their first drafts by adding 
some new sentences, changing structures and expressions, or writing a new conclusion 
in their second drafts, which showed they had learned more than they would have 
without the rubrics. On the other hand, it became more difficult to differentiate 
students’ scores on the criteria of the rubrics as their writing skills improved. A lot of 
students had mastered most of the basics and their work could be described as level 
three, so I thought it would be useful to have more levels in the rubrics. Therefore, Ms. 
S and I discussed this issue and decided to increase the number of criteria from three 
to four in order to motivate advanced learners. By creating rubrics with more criteria,
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we hoped to make our writing assignments more challenging for advanced learners
and to give more detailed feedback to students. At the beginning of the third semester,
I recorded my plan in the researcher’s journal:
I  will make newer and more advanced rubrics. By using them, advanced 
students will get more detailed feedback about their writing and know where 
they are and what to do to improve their writing even more. (RJ, 10/01/2012)
In the third semester, I made an advanced rubric and used it in class (see
Appendices N and O). I continued to give students feedback on what they could do
and what they should do to improve their writing. I was pleased and proud that many
students continued to thrive in the third semester.
I  gave back the first assignment to students. They did a very good job. I  think 
their writing has improved a lot as they continue to work on their writing 
assignments throughout the year. I  praised them fo r  their good writing and 
pointed out some grammatical mistakes they made in the assignment. [...] I  
also recommended that they add some original, additional sentences to their 
writing when they write their second version later on. (RJ, 28/01/2012)
At the end of the third semester, I reflected on both my learning and the students’
learning:
I  spent a lot o f  time to check and edit their paper. As I  continue doing this, I  
think I  became able to do it a little quicker than before. I  learned where to look 
at and it is now easier fo r  me to know what level the students ’ writing is at. 
Obviously enough, students ’ writing ability has improved. And some students 
now are able to improve their writing by themselves, following my oral 
feedback in class and written individual feedback. Some put conclusion at the 
end o f their writing, added more reasoning, explanations, and examples to 
their writing, which made their work much better and their message clearer. I  
was very glad to fin d  some students have found  their own way to improve their 
own writing and put new sentences. (RJ, 21/02/2012)
This journal entry showed that both the students and I learned to use rubrics as 
we continued to use them in class.
Teachers learning together. As team-teaching partners as well as 
co-researchers, Ms. S and I worked together to effectively implement the rubrics as a
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formative assessment strategy. In the teacher interview, she expressed her opinion of
our rubrics when I asked her if we should change anything about them:
I  don‘t think i t’s good to increase the number o f criteria any more. On the 
contrary, i f  we decrease the number o f  criteria, the focus will be vague. So in 
terms o f criteria, I  think what we have now is good and appropriate. Another 
thing to consider is students ’ level. You can improve your rubrics by changing 
criteria on the rubrics, according to what level your students are in. For 
example, the first-year students who just entered high school or the third-year 
students who are going take entrance exams soon. Rubrics should be changed 
according to their level. Having too may criteria is not effective, either. (TI, 
Feb)
Our shared investigation was the first time Ms. S had ever heard of or used rubrics.
This comment shows that she believed it would be important to find how to construct
rubrics appropriate to students’ achievement levels. She also understood that it was
important to know her students’ level and change her rubrics to make them more
effective for showing students their current competence level and the next steps for
their learning. I was pleased to know she thought our current rubric was appropriate
for students and that it contributed to student learning. I agreed with her opinion that it
is important, when constructing a writing rubric, to find the optimum number of
criteria and also to match the rubric and criteria to the students’ level of development
as well as to make the rubrics as concrete and clear as possible. Supplementary oral
instructions and student writing samples or exemplars may be needed to help students
understand the meaning o f the rubric descriptors.
As to the practice of sharing clear learning intentions with students, which is an
important aspect of formative assessment, Ms. S commented:
We also need to make the goal clear. For example, when we are working on 
vocabulary, we should show the goal to students. I  show them why we are 
doing this. I  tell them we are doing this because we will be able to do 
something. You will be able to acquire this ability after doing this, or you will 
be able to read this i f  you do this. We should be sure to show them the goal. (TI, 
Feb)
Ms. S. also talked about the importance o f encouragement in the interview:
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We should always encourage students by telling them that they can do it even i f  
they are always bad at it. Encouragement is the foundation. When we are 
doing certain stuff, such as random reading activity in pairs, we tell everyone 
to do it, showing the goal or what they will be able to do. I  think it is better to 
show them a concrete goal or expectation. (TI, Feb)
In this comment, she showed a readiness for formative assessment, the purpose o f
which is encouragement. I agreed with her on this point as well. I was glad to know
she understood the importance of encouragement and communication between
teachers and students.
As to pair work activity, Ms. S commented:
Students say that they don’t forget what they've practiced orally in pair work 
activities. So I  think it is worth keeping as a permanent part o f  teaching 
practice in the writing class even though it takes some time out o f  the class. I  
think it is a good idea to begin the class by some oral activity like reading in 
pairs. We start by speaking and, by the time the class is over, we have covered 
all the four abilities including writing. It is good, and students don’t forget 
what they learned that way. (TI, Feb)
I found it interesting that my learning partner was developing a commitment to 
formative assessment but she still saw it as an activity outside of her main teaching 
responsibility -  as “taking time out o f the class” (TI, Feb) rather than being an integral 
part of the teaching and learning that is supposed to happen. Her comments showed 
the persistence of the mental model o f teaching as delivering content rather than 
encouraging student development. However, there was also evidence o f  transitions in 
thinking. I saw an increase in oral activity in class since we began this inquiry. In the 
first term, we only sometimes had pair work activity but from the beginning of the 
second term, we decided to have the activity every class because we saw our students 
work hard and enjoy working with their partners. By the third term, I felt the pair work 
activity had become an integral part o f our teaching and more class time was spent on 
it. In our informal conversations, Ms. S often told me that students were more engaged 
and learned more effectively in pairs.
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On the other hand, in our team-teaching, I observed that Ms. S was always 
busy and under pressure to cover the content for the coming exams within a limited 
amount of time. Although she was flexible enough to try new strategies, the situation 
seemed to contribute to the persistence o f her traditional mental model. Students 
appeared to be engaged, although the goal of our pair work activity was focused on 
memorizing sentences in order to obtain good grades. Now I think the student 
outcomes may have been quite exciting, if we as teachers had felt confident enough to 
invest class time in more creative writing activity in pairs or more time for students to 
give feedback to each other using a rubric.
I felt a little disappointed when Ms. S said:
Maybe it was good for you, but in my opinion, it would have been better i f  you 
could have classes o f your own from  the beginning. I  think it would have been 
better i f  you had the opportunity to teach on your own, not ju st team-teaching. 
[...] Team-teaching is quite different from teaching on your own. (TI, Feb)
This may show my learning partner’s view of mentoring was a traditional one-way
transmission and not the more current definition o f a mutual learning relationship,
which is important for the development o f a learning community. Even though she
participated in my inquiry and she said that rubrics were worth keeping, she did not
believe that her practice had changed much as a result of the mentoring relationship or
our shared inquiry. She still seemed to believe teachers leam more from teaching on
their own than team-teaching and persisted in her belief in teaching as an isolated
activity. When I asked her, “What beliefs have been strengthened for you? Have any
of your beliefs changed?” she answered:
I  haven’t changed much. Basically, I  always teach almost in the same way.
But what I  could tell you would be the importance o f  keeping the balance in 
four abilities. O f course, communication is important as well as grammar 
translation. But you cannot always do communication only or translation only. 
So I  think it important to keep the balance, trying not to put disproportionate 
emphasis on either o f them. (IT, Feb)
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These comments highlighted, for me, the difficulty in attempting to change the beliefs 
of an experienced teacher in only a few months. However, the comment does indicate 
a shift away from instruction focused almost exclusively on grammar, which may not 
be possible without clear learning intentions for other areas such as fluency or 
meaning. I believe that Ms. S invests effort in continued learning and in our informal 
conversations, she repeatedly told me it helped her a great deal to work with me. She 
said that team-teaching made the class more communicative and enabled us to do more 
oral activity and that, together, we provided students many more opportunities to write 
and edit for themselves so that their writing ability, especially fluency, improved. I 
interpret these comments as evidence that there was a gradual shift in her thinking and 
we have built a trusting relationship that may be the foundation of further learning for 
us both.
In our informal conversation later in September 29, 2012 in the following 
school year, Ms. S said to me, “I enjoyed teaching with you last year in our writing 
class. It was fun trying new strategies with you and I learned a lot from working with 
you” (RJ, 29/09/2012). She added, “Students learned a lot. Thanks to that, the students 
in Class A are doing especially well this year and Ms. Y (an English teacher who 
teaches them this year) always speaks well of them” (RJ, 29/09/2012). We ended our 
conversation by agreeing to continue exchanging ideas o f new activities or practices 
for English class. I was very glad to hear that our collaboration had been a good 
learning opportunity for Ms. S and that she enjoyed teaching with me (RJ, 29/09/2012). 
I believe that our inquiry turned out to be a useful and meaning learning opportunity 
for both of us.
Teachers understanding students and the ir needs. In the student 
questionnaires, I asked my students, Does your teacher understand you and your
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needs (Question 4)? The students who answered Strongly Disagree or Disagree to this 
question constantly decreased from 7 in October 2011,4 in December, to 1 in 
February 2012 (see Table 11). The number of students who answered Agree or 
Strongly Agree, on the other hand, increased from 24 in October, 2011, to 28 in 
December, 2011, and February, 2012. The students who answered Strongly Agree saw 
an increase in number from 8 in October to 15 in December and February. This change 
in the students’ answers was very encouraging to me. I was pleased to know the 
number of the students who strongly agreed to the question increased after the 
implementation of new strategies.
Table 11
Result o f  the Question, Does Your Teacher Understand You and Your Needs? Why? 
(Number o f  Students)
Class
1
Strongly
Disagree
2
Disagree
3
Neutral
4
Agree
5
Strongly
Agree Mean
October 2011
Class Aa 1 2 4 8 4 3.63
Class Bb 2 2 4 8 4 3.50
Total 3 4 8 16 8 3.56
December 2011
Class Aa 0 1 5 6 7 4.00
Class Bb 1 2 2 7 8 3.95
Total 1 3 7 13 15 3.97
February 2012
Class Ab 0 1 5 6 8 4.05
Class Ba 0 0 5 7 7 4.11
Total 0 1 10 13 15 4.08
aw= 19. hn = 20.
Student Learning
In this section, I presented and interpreted the data collected from student 
questionnaires, a teacher interview, and the researcher’s journal in order to answer the 
research questions in terms o f student learning.
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Seeing their own progress and setting goals for the ir learning. At the
beginning of this inquiry, no students had ever heard of rubrics, nor had they used 
them before. In the questionnaires in December and February, I asked students a 
question about rubrics: Do the rubrics we are using help you to see your own progress 
and to set goals fo r  your learning? The results are shown below (see Table 12). In 
Class A, the percentage of the students who responded Agree or Strongly Agree 
increased from 89% (17 students) in December to 100% (20 students) in February.
The percentage in Class B was 90% (18 students) in December and 95 % (18 students) 
in February. There were four students who answered Disagree to the question in 
December but no one replied so in February. There were no students who responded 
Strongly Disagree.
Table 12
The Results o f the Question, Do the Rubrics We Are Using Help You to See Your Own 
Progress and to Set Goals fo r  Your Learning? (Number o f  Students)
l 2 3 4 5
Strongly Strongly
Class Disagree Disagree Neutral Agree Agree Mean
December 2011
Class Aa 0 2 0 4 13 4.47
Class Bb 0 2 0 5 13 4.45
Total 0 4 0 9 26 4.46
February 2012
Class Ab 0 0 0 5 15 4.75
Class Ba 0 0 l 5 13 4.63
Total
a b /■»/%
0 0 l 10 28 4.69
The students who answered Disagree in December referred to the reasons for 
their answers as follows: “I cannot really understand how I ’m being assessed”(S#9), 
“I’m not really sure if I ’m improving” (S#15), “My score hasn’t improved so much” 
(S#23), and “I don’t know why” (S#24). However, in February, on the 19th week of 
the implementation of rubrics, S#9 answered, “I can get to know what I haven't
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understood well through the use of rubrics.” S#23 replied, “I can find out what part I 
didn't get right easily,” and S#24 responded, “I can get concrete instructions through 
this system.” In February, there was one student (S#26) who answered Neutral. He 
referred to the reason as being unable to hand in his assignments in time; therefore, he 
had not had opportunities to use our rubrics to help him with his studying. Except for 
those five students who answered Disagree or Neutral, students gave positive 
feedback about the rubrics we were using. Although I cannot deny the possibility that 
the students could be telling me what they think I want to hear, given their habit o f 
behaving to please teachers, I was relieved by these results and the students’ 
comments that made them seem genuine. An outline of their answers is shown below:
Useful. There were three students in both December (Ss#3, 11, 29) and 
February (Ss#l 1,19, 29) who replied that rubrics are useful in implementing their 
goals and progressing towards making improvements. S#3 wrote, “The detailed 
corrections of my compositions are very useful” (Dec). S#19 responded that rubrics 
are useful “when I redo the assignments after having my composition corrected” (Feb). 
S#11 replied, “Rubrics are useful because they help me find my weak points to 
improve” (Feb).
Corrections. The students responded to the question in terms o f correcting 
their compositions. One student responded, “I would like more detailed corrections of 
my paper. I can’t improve my writing skills unless I know where I did wrong” (S#4, 
Dec). On the other hand, the other students showed signs o f satisfaction with the 
in-depth corrections they received for their assignments: “I got my compositions 
edited in detail” (S#17, Dec, Feb), “The detailed correction o f my writing is very 
useful” (S#3, Dec). S#31 responded, “I can know the level o f my writing when I get
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my paper returned with correction” (Dec) and S#38 replied, “The assignments, when 
fully corrected, are helpful in making progress in writing” (Feb).
Clear criteria. Some students referred directly to the criteria that were 
presented in the rubrics. S#13 pointed out the levels the rubrics had for each criterion: 
“The progressive steps you make in rubrics enable me to situate where my writing 
skills are at the moment” (Dec). S#28 answered: “The criteria are clear and I can 
visually know where my levels are” (Dec). S#5 stated, “They were specific and 
concrete” (Feb). S#7 answered, “It is beneficial to get my composition revised based 
on the criteria.” Those students were satisfied with the clear criteria presented by the 
rubrics, which made their learning more effective.
Improvement Some students reported that their scores or writing abilities 
improved through the learning process with the use of rubrics: “My score improved 
when I revised according to the rubrics” (S#19, Dec). S#31 and S#34 replied, “The 
more I write, the more I feel my writing ability improves” (Feb). The rubric showed 
students in what part their writing has improved: “It is easy to know my writing is 
getting better because of the three levels the rubrics have” (S#13, Dec).
To understand m y levels and what steps to make. The students’ questionnaire 
responses indicated that rubrics helped them identify their level of achievement: “I can 
get to grips with my strengths and weaknesses” (S#39, Dec; S#30, Feb), “I can grasp 
the level of my writing skills” (S#39, Feb).
For several students, the rubrics made their own weaknesses clear: “I can get to 
know my weaknesses” (S#20, Feb), “I feel that I now better understand what kind o f 
mistakes I tend to make” (S#25, Feb), “It was clear to me in what part I usually make 
mistakes and what I did not understand” (S#35, Feb), “What is missing in my writing 
is clearly demonstrated and I can know what part I should correct” (S#40, Dec), “I can
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easily know what I cannot do” (S#28, Feb), “I can get to know what part I should 
correct” (S#12, Dec, Feb).
The rubrics also served as a guide to improve their writing skills: “I could use 
rubrics as a guide to improve my writing when redoing my assignments” (S#37, Feb), 
“I make efforts to work on my weaknesses when I received low scores” (S#40, Feb), 
“It is easy to know what part I should correct” (Ss#6, 12, 34, Dec), “I can get concrete 
instructions” (S#24, Feb), “I can know what I need to learn next” (S#l, Dec; S#8,
Dec).
As I reflected on the students’ remarks, I noticed many students answering 
they understood their weakness better and they learned what part they need to correct.
I realized again, in reflection, that I might have overemphasized weakness rather than 
strengths. I resolved to focus more on what students can do in my feedback. However, 
the results of the questionnaires were very encouraging. They showed that the rubrics 
were useful and presented clear criteria for the students. The rubrics served as a guide 
for improvement when students used them to monitor and improve their work 
themselves, which was an indication that they were moving toward greater ownership 
of their learning.
Satisfaction. The number of students who answered Strongly Disagree or 
Disagree in the question, Are you satisfied with the English class? (Question 3) 
constantly decreased from 7 in October 2011, 4 in December, to 2 in February 2012 
(see Table 13). On the other hand, the number of students who answered, Agree or 
Strongly Agree constantly increased over the three questionnaires from 32 in October 
2011, 35 in December, to 36 in February 2012. This result shows an increase in 
student satisfaction over the two terms, which was very encouraging for me.
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Table 13
Result o f  the Question, Are You Satisfied with the English Class? (Number o f  Students)
1 2 3 4 5
Class
Strongly
Disagree Disagree Neutral Agree
Strongly
Agree Mean
October 2011
Class Aa 0 2 0 10 7 4.16
Class Bb 1 4 0 7 8 3.85
Total 1 6 0 17 IS 4.00
December 2011
Class Aa 0 2 0 6 11 4.37
Class Bb 2 0 0 4 14 4.40
Total 2 2 0 10 25 4.39
February 2012 
Class Ab 0 0 1 4 15 4.70
Class Ba 2 0 0 5 12 4.32
Total
a -* n b
2 0 1 9 27 4.51
Clear learning intentions. The number o f students who answered Strongly 
Disagree or Disagree to the question, Do You Understand the Learning Intentions o f  
the English Class? (Question 2) decreased lfom 8 in October 2011 to 5 in December 
2011 and February 2012 (see Table 14). The number of students who answered, Agree 
or Strongly Agree increased from 27 in October, 2011 to 34 in December, 2011 and 
saw a small decrease in February, 2012, with a number of 30. The students who 
answered Strongly Agree increased from 4 in October 2011 to 15 in December and 
decreased to 12 in February, 2012. If  I look at Class A alone, the percentage o f the 
students who responded Agree or Strongly Agree constantly increased from 74% (14 
students) in October, 84% (16 students) in December to 89% (17 students) in February. 
The only student in Class B who selected Disagree for this item on the February 
questionnaire (S#10) did not submit a single assignment in the third term; therefore, he 
did not have an opportunity to use the rubrics in that term. These responses show that 
Ms. S and I were successful in making learning intentions clear for students in Class A, 
an advanced class. Class B, however, saw a decrease in the percentage o f positive
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answers from December to February: 65% (13 students) in October, 90% (18 students) 
in December, and 72% (13 students) in February. This shows our teaching practice 
made learning intentions clear in the second term for the students in Class B, who are 
less advanced in learning compared with Class B, but it may not have worked as we 
intended in the third term. This decrease may have occurred because the content we 
taught in the third term was more difficult and students were required to write more 
advanced papers. The pace o f increasing expectations may have been difficult for have 
the learners in Class B who were not as confident in their English abilities.
Table 14
Result o f  the Question, Do You Understand the Learning Intentions o f  the English 
Class? (Number o f  Students)
Class
1
Strongly
Disagree
2
Disagree
3
Neutral
4
Agree
5
Strongly
Agree Mean
October 2011
Class Aa 1 4 0 12 2 3.53
Class Bb 0 3 4 11 2 3.60
Total 1 7 4 23 4 3.56
December 2011
Class Aa 0 3 0 9 7 4.05
Class Bb 0 2 0 10 8 4.20
Total 0 5 0 19 15 4.13
February 2012
Class Aa 0 1 1 9 8 4.26
Class Bc 2 2 1 9 4 3.61
Total 2 3 2 18 12 3.95
*n= 19. bn = 20. c« =  18.
Learners owning their own learning. In the teacher interview, I asked Ms. S,
“What have you tried, and how did students respond?”:
Most students are happy to have more opportunities to write than in the 
previous semester. And when they write their second draft, rubrics make it 
visually clear to students what part o f  their writing they especially need to 
improve or work on. They can look at rubrics when they rewrite, so they were 
a good guide fo r  the students. We also made a section at the bottom o f  the 
rewrite sheet where students write what part o f  writing they changed and what 
they want the teacher to look at. The rubrics and this section o f  the rewrite 
sheet are interconnected. So I  think it was easy to write for students. (TI, Feb)
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This shows that Ms. S agreed that the revision of writing was an important opportunity 
for students to self-regulate using the rubric and the second-draft sheet. I remember 
that I was relieved to hear this comment. I had noted in my journal that “the rubric was 
useful for students to develop their own learning by themselves” (RJ, 20/07/ 2012). 
When I asked, “Did student learning improve when rubrics were implemented?” Ms. S 
answered:
Yes, rubrics helped them understand what they need to improve. One o f  the 
good things about rubrics fo r  student learning is that they were visually clear 
fo r  students. (TI, Feb)
Ms. S emphasized the importance o f making the criteria clear and using 
specific, simple expressions so that students could use the rubric to take control o f  and 
improve their learning. Earl and Katz (2006) stated, “A ‘metacognitive’ approach to 
instruction can help people learn to take control o f their own learning by defining 
learning goals and monitoring their own progress in achieving them” (p. 71).
Students improving writing on their own. As I was reading through the 
students’ second/final drafts, I could see that they tried to improve their writing on 
their own:
As I  was marking their papers, I  found their writing got better. Most students 
changed one or two sentences in their passage, even i f  I  didn’t make comments 
on that point. They changed and revised their writing voluntarily according to 
the rubric and my comments. I  can see well that they are trying by themselves 
and self-assessed their writing. One changed a word because she repeated it 
twice in one sentence. Some changed conjunctions to make the sentence sound 
more natural. Others changed the order o f  their sentences. Especially the 
grammatical mistakes have reduced dramatically. And some added conclusion 
to their writing as well. (RJ, 9/11/2011)
S#8, who I will refer to as Hiro, was one o f the most advanced learners and he 
received the highest total test score in the two classes. He never failed to submit the 
first and second drafts and always improved and developed his first drafts according to
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the rubric and my comments to write better essays in his second drafts. I was
impressed by his constant effort, as illustrated in this writing sample:
Sushi is the most famous and popular Japanese food. Sushi consists o f  rice and  
fish. People usually eat sushi with soy sauce. Now sushi spreads all over the 
world.
When I  was ten years old, a student from Canada came to my school. I  and 
some friends o f mine went to a restaurant with him, and we ate sushi together. 
Eating sushi, he said “how delicious it is!” Hearing this, I fe lt happy. (73 
words) (S#8, WA#2, 1st draft)
I commented in the rubric that he should write “some friends of mine and I” instead of
“I and some friends of mine” and praised for the interesting example presented in his
assignment. He developed his composition in the second draft:
Sushi is one o f the most famous Japanese foods. Sushi consists o f  rice andfish. 
People usually eat it with soy sauce. Its simple taste is popular among foreign 
people. Sushi has spread all over the world and diversified. For example, 
people in America use fru it instead offish.
When I  was twelve years old, a high school student from  Australia came to my 
school. He was interested in Japanese food, so some o f  my friends and I  took 
him to a Japanese food  restaurant. Then I  introduced sushi to him. He ate 
sushi and said “How delicious it is! ” Hearing this, I  fe lt happy. (105 words) 
(S#8, W A#2,2nd draft)
Hiro’s writing fluency seems to be improved in the second draft. He also tried using
different expressions that he had not used in the first draft. The following are some of
his compositions in the third term.
I ’d  like to be a cook. This is my dream since my childhood.
One day, when I  was young, I  cooked a meal fo r  my family. My fam ily said  
happily, “Delicious. You are good at cooking. ” This made me happy, so I  
decided to become a cook and please many people by my cooking.
I ’d  like to work in a big restaurant after I  will graduate from high school and 
improve my cooking skill. Someday 1 want to open my own restaurant. (82 
words) (S#8, WA#14, 1st draft)
I ’d  like to be a cook. This has been my dream since my childhood.
One day, when I  was younger, I  cooked dinner fo r  my family. They were 
surprised to see my cooking. My father ate German potato salad which I  
cooked by myself, and he said happily, “Delicious! You are good at cooking 
enough to become a cook. ” His words made me happy, so I decided to become 
a cook and please not only my fam ily but also many people all over the world 
by my cooking.
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I ’m thinking o f working in a big restaurant fo r  some years after I  graduate 
from high school, and I 'd  like to improve my cooking skill there. I ’d  like to go 
abroad someday and open my own restaurant around the world to please many 
people all over the world. (136 words) (S#8, WA#9, 2nd draft)
Student comment [original in Japanese]:
I  don't know the difference between "around the world” and ‘‘all over the 
world. ”
I  agree with the opinion. In present-day Japan, it is prohibited by law that 
children smoke or drink even ju s t a small amount, so we can prevent children 
from  committing crimes by banning tobacco and alcohol vending machines. 
Moreover, I  think the number o f  adults who smoke on the streets will decrease 
i f  tobacco vending machines are bannedfrom the streets. Consequently, both 
children and adults will become more healthy. Therefore, I ’d  like those 
vending machines bannedfrom the streets. (80 words) (S#8, WA#10, 1st draft)
I  agree with this opinion. In the present-day Japan, it is prohibited by law fo r  
children to smoke or drink even in a small amount. Hence, i f  we remove 
tobacco and alcohol vending machines from  the streets in Japan, we can rule 
out the possibility o f children's committing crimes. Besides, I  hear that the 
number o f  the Japanese teenagers who smoke or drink is increasing. I  think 
this is because there are a lot o f  tobacco and alcohol vending machines on the 
streets in Japan, which makes it possible fo r  Japanese teenagers to get tobacco 
or alcohol even though it is illegal. So it is advisable to ban those vending 
machines from the streets as soon as possible. Furthermore, I  think the number 
o f  adults who smoke on the streets will decrease i f  tobacco vending machines 
vanish from the streets. As a result, not only adults but also children will 
become more healthy because the opportunity fo r everyone to breathe tobacco 
smoke, which is badfor the health, will decrease. Therefore, tobacco and 
alcohol vending machines should be bannedfrom the streets in Japan 
immediately. I ’m looking forward the day when all tobacco and alcohol 
vending machines will vanish. (200 words) (S#8, WA#10, 2nd draft)
By the end of the third term, Hiro’s writing skill became very advanced. In each
second or final draft he submitted, he tried to use new expressions, write a new
conclusion, or add new information to his first draft. I could also see that Hiro paid
attention to logical order and organization and his writing became more polished.
S#2, who I will refer to as Naoki, as well made a constant effort to improve his
writing skill.
FORMATIVE ASSESSMENT IN JAPAN 142
What I  do to stay in shape is a walking. But it is not an ordinary walking. I  try 
to walk fast. I  don’t belong to clubs, so it is good exercise for me. (34 words) 
(S#2, WA#1, 1st draft)
What I  do to stay in shape is walking. But it is not an ordinary walking. I  try to 
walk fast. I  walk when I  go to school and leave school. I  don’t belong to clubs, 
so it is a good exercise fo r  me. (45 words) (S#2, WA#1, 2nd draft)
Student comment [original in Japanese]:
Is the expression “leave school ” correct?
Which is correct, “a good exercise” or “good exercise”?
S#2 wrote the following compositions at the end o f the school year.
I  want to be a professional baseball player in the future. I  have two reasons. 
First o f  all, I  like baseball too much. To hit and defense is very exciting. I  hope 
that I  can like by this favorite thing.
Secondly, baseball can entertain spectators. My play can please them.
Children could think that they would like to play baseball.
Finally, although to be a professional baseball player is very hard, 111 make 
an effort to realize my dream. (79 words) (S#2, WA#9, 1st draft)
Teacher comment [original in Japanese]:
The structure o f  your composition is good. I  liked the way you explained using 
first, second, andfinally. Try to give more specific explanation next time.
I  want to be a professional baseball player in the future. I have two reasons. 
First o f  all, I  like baseball so much. To hit and defend is very exciting. I  hope 
that I  can make a living by doing this favorite thing.
Secondly, baseball can entertain spectators. My play can please them.
Children could think that they would like to play baseball.
Finally, although to be professional baseball player is very hard, I I I  make an 
effort to realize my dream. And sometime I  would like to become a major 
leaguer. (91 words) (S#2, WA#9, 2nd draft)
Student comment [original in Japanese]:
Is the last sentence okay?
Teacher comment:
You did a goodjob! I  hope your dream will come true in the near future.
I was able to see an improvement in Naoki’s writing fluency over the two 
terms. I saw him trying to use new expressions in his assignments and I enjoyed 
reading them because they had personal meaning. Every time Naoki wrote the number 
of words increased, which was evidence of increasing fluency.
FORMATIVE ASSESSMENT IN JAPAN 143
Ms. S and I made a section at the bottom of the second draft sheet where 
students could write a comment about what they wanted the teacher to look at or check. 
This strategy turned out to be useful for both students and teachers. When I corrected 
their papers, I could see clearly what the students had changed and what words, 
phrases, or expressions they were not sure about. Students used this section to 
communicate with the teacher, which I believe was a step toward owning their 
learning.
Although I had no basis on which to compare student progress with previous 
years, my teaching partner also stated in her interview that most students were happy 
to have more opportunities to write than in the previous term and the rubrics we used 
were a good guide for the students. She thought it was easier for the students to write 
because the rubrics and the second-draft sheet were interconnected (IT, Feb). I felt I 
could hear students’ voice in their comments on the sheets: their struggles, lack o f 
confidence, questions, self-assessment, and motivation. These comments revealed an 
increase in student ownership o f learning. Some students were clear about what 
guidance they needed. Hiro (S#8) first wrote, “I don’t know how to conclude. I ’m not 
sure if I used countable and uncountable nouns correctly.” (WA#1, 2nd draft) and later 
asked me to give him detailed corrections in his comment, saying “Please correct if  
there are any awkward sentences.” (WA#10, 2nd draft), or to give him advice on a 
particular issue, saying, “I ’m not sure about the conclusion. Do you think my 
conclusion is good and logical?” (WA#2, 2nd draft).
Answering the teacher interview question, “Which strategies are worth keeping 
as a permanent part of your teaching and why?” myself, I identified the rubric and the 
second draft sheet as worth keeping as a permanent part of my teaching:
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By writing their second draft, I  think they learned to move their learning 
forward by themselves. They knew what they could or could not and tried to 
improve more. (RJ, 20/07/2012)
Although my answer at the time was brief, upon further reflection my list of
convictions and commitments has grown longer: the goal for classes to be interactive
as in partner work, the practice of descriptive feedback coupled with encouragement,
and recognition of the importance of a safe, encouraging, and hopeful class
environment.
Students’ Motivation
In this section and the next section, I have outlined the changes I observed in
student motivation and achievement in order to address my research question
regarding student motivation. Findings are presented to illustrate the changes related to
formative assessment with the use o f rubrics in two parts: students’ motivation and
achievement. These sections give an overview of data collected from student
questionnaires, the grade book, and the attendance book in order to gain a better
understanding of these two areas. I will discuss improvement in students’ motivation
in this section and students’ achievement in the next section.
In the questionnaires, I asked students if  they were motivated to learn English.
The percentage of students in Class A who responded Agree or Strongly Agree to the
question, Do you feel motivated to learn English? (Question 1) increased from 79%
(15 students) in October 2011, 84% (16 students) in December 2011, to 85% (17
students) in February 2012 (see Figure 4). In Class B, the percentage increased from
60% (12 students) in October 2011 to 75% (15 students) in December 2011. It slightly
decreased to 74% (14 students) in February 2012 but remained much higher than it
had been at the beginning of the inquiry.
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■  Class A 
□  Class B
Oct-11 Dec-11 Feb-12
Figure 4. Percentage of the students who answered, Agree or Strongly Agree on the 
question, Do you fee l motivated to learn English?
M otivated. Changes I saw in student answers over the course o f this inquiry 
have been encouraging to me. I believe I have begun to see, in a Japanese setting, the 
potential o f formative assessment to engage students and contribute to the quality of 
their school experience, as the literature promised. The number of students in the two 
classes who answered Strongly Agree to the question constantly increased from 14 in 
October, 18 in December, to 19 in February. The most encouraging change I observed 
over the year was the increase in the number of the students in Class B who answered 
Strongly Agree. Only three students in Class B responded Strongly Agree in October 
but the number tripled to 9 in December, although it dropped to 8 in February. This 
number alone showed increased motivation among students.
For example, S#37 gave a negative response in the first questionnaire: “I like 
English but I would also like to learn another language. So I don’t feel fully motivated" 
(Agree, Oct). However, her comments were more positive: “When I get my reports 
back with corrections and receive good marks, I feel that I ’m improving. That 
motivates me” (Strongly Agree, Dec), and “I feel that my English writing ability is 
improving (Strongly Agree, Feb). This result shows that for this student at least, 
expectations of success grew with feedback and opportunities to revise. S#3 lgave a
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negative response, Disagree, in October but her answer became very positive, Strongly 
Agree, in December and February. The reason she gave for responses were “I am not 
good at it”(Oct), “I got to know how English works and started to enjoy it because it is 
easy to rem em ber”(Dec), and I have come to enjoy learning English recently” (Feb).
She never failed to submit the assignments except for one second draft in the middle 
o f the second semester. I was pleased to know she had started to enjoy English, 
because I believe that interest in the topic is the key to successful language learning or 
any lifelong learning.
The most common reason for the answer Strongly Agree in October was that 
English would be useful or necessary in the future: “English will be useful in the 
future”(Ss#6, 8), “I can use it over the course of my life. And it’s necessary to pass 
entrance examination” (S#4), and “I’m sure English will be necessary in the future” 
(Ss#16, 12), followed by “I like English” (Ss#35, 38). In December, the most common 
reasons were based on positive feelings about learning English or English itself: 
“English is fun” (Ss#38, 28, 34), “I like English” (Ss#18, 35), “I like English and 
would like to use it in the future” (S#38), “I feel motivated because the class is fun and 
easy to understand” (S#40), and “I got to know how English works and started to 
enjoy it because it is easy to remember” (S#31). The second most common reason was 
the usefulness or necessity o f English in the future: “I think it’ll be useful in the future” 
(Ss#6, 13), “It is necessary for entrance exams” (S#14), and “I will use it at the Center 
Exam. It is worthwhile learning for the future as well”(S#4). Also, an increased 
number of students pointed out the improvement o f their English skills as the reason 
for their motivation: “I can get my writing edited and feel it is improving. That 
motivates me” (S#37), “I feel the more I work, the better I get” (S# 17), “My English 
grade is improving” (S#36). These results showed that the students gained more
FORMATIVE ASSESSMENT IN JAPAN 147
positive feelings about studying English for its own sake in the second term. In the 
February questionnaire, a positive feeling about learning English was again cited as 
the most common reason for students’ motivation: “I like English” (Ss#5, 8), “English 
is fun” (Ss#18, 28), “It is fun. I think it will be useful in the future11 (S#38), “I like 
English better than math and it is fun.” (S#16)“I have started to enjoy learning English 
recently” (Ss#31, 34), and “The class is fun” (S#12). The second reason was the 
necessity or importance o f English especially in exams: “English is necessary” (S#4), 
“English is important” (S#36), “I will use it in entrance exams” (Ss#23, 26), “The 
English exam accounts for the largest portion of entrance exam scores” (S#l), and “It 
will lead to my bright future!!” (S#14). In the third term, many students still expressed 
their motivation to learn English for intrinsic reasons but an increasing number of 
students came to seriously think about the importance or necessity of English in then- 
future, especially as the university entrance exams came closer.
It was gratifying to know that more students became motivated to leam English 
because they liked or enjoyed because I believe an important foundation of language 
learning is the joy o f learning itself. It was, of course, hard to deny the importance of 
English when all the students in class were going to face high-stakes examinations 
soon. However, I believe it is the joy of learning that will make their life rich and full 
of fun and keep their learning going for the rest of their life. For me, this personal 
belief was encouraged and confirmed by student responses in this study, contributing 
to my growing conviction that formative assessment can be a valuable teaching 
strategy for Japanese students and their teachers.
Not so motivated. There were eleven students in October and a decreased 
number o f six in both December and February who selected Disagree or Strongly 
Disagree on the motivation question. It was encouraging to know that the number of
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students who chose Strongly Disagree was very limited over the two terms. There 
were 2 in October, 1 in December, and none in February who answered Strongly 
Agree. These students were all boys in Class B and no students from Class A 
responded so, which shows a gap existing in the students’ motivation between the two 
classes and between boys and girls. All the students who chose Strongly Disagree 
naturally had negative feelings about English or learning itself: “I don’t like studying” 
(S#22, Oct), “I am not good at it, nor am I interested in it” (S#24, Oct), and “I ’m not 
good at English” (S#25, Dec).
When I read the student responses in the October questionnaire, I was 
surprised to find that the two students in Class B chose Strongly Disagree to this 
question and I began to observe them carefully during class. S#24, for instance, 
selected Strongly Disagree in October and Disagree in December but he selected 
Agree in February. From the beginning of this inquiry, he appeared to be less engaged 
than other students in class and he was sometimes talking with his friend next to him 
when the teacher was speaking. However, he still seemed willing to leam. From the 
questionnaire, I found that he has a lack of confidence in English and he thinks he is 
not good at it. I found that he was more engaged and enjoying himself when doing pair 
work activities. I thought working with his friends made learning more English fun for 
him. As our class continued, we took more time for this activity and I tried to talk to 
him to show that I cared about his learning. His comments gradually became more 
positive: “I ’m not good at it, nor am I interested in it” (Oct), “I am not good at English” 
(Dec) to “I don't like English but it will be useful to travel abroad” (Jan). In February 
at the end of this inquiry, I was disappointed to know he still did not like English but 
was glad to find his answer to this question finally became somewhat positive and he 
had started to think more about how English could be useful in his future.
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The most frequently reported reason for Disagree was: “I’m not good at
English” (Ss#25, 31, 36, 39, Oct; Ss#24, 39, Dec; S#29, Feb). S#25 stated, “I'm not
good at it but it is useful when I read foreign Internet websites” (Feb). S#7 responded,
“Memorizing English words is hard” (Oct).
Entrance exams as motivators. A constant number o f students pointed out
entrance exams as motivators. In the first questionnaire, four students responded that
they are motivated to study English because they want to pass university entrance
exams (Ss#l, 4, 18, 23, Oct). Three students for each of the following two
questionnaires (Ss#4, 14, 23 Dec; Ss#l, 23, 26, Feb) gave the same response. Entrance
exams are an important turning point for students’ lives and they can be a strong
source o f their motivation.
One example showed me that I want to be cautious about emphasizing
motivation based on Japanese university entrance exams. S#40 chose Strongly Agree
in December but her response went back to Agree in February. Her comments also
changed over the two terms: “I can enjoy learning English” (Oct), “I feel motivated
because the class is fun and easy to understand” (Dec), and “I enjoy studying English
but it is hard when I only have to memorize” (Feb). For this student, too much focus
on these exams led to an increase in memorization, which reduced her motivation.
Teachers as motivators. It is often said that students study harder when they
like their teacher and teacher-to-student communication and trustful relationships seem
to be crucial in formative assessment (Brookhart & Long, 2008; Halbert & Kaser,
2006). In the week 10,1 reflected in my journal:
1 had a writing class in the morning with Ms. S. We had students practice 
reading and memorize the key expressions and had a quiz on them. They 
practiced it very hard and most students actively participated in the activity.
I fee l they are quite motivated. Ms. S  is very good at motivating students and 
they also try hard to keep up with her enthusiasm and expectation. I  think there
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is mutual trust between them and students fee l that their teacher understands
them. (RJ, 28/11/2011)
S#19 responded in the questionnaire, “I can work hard on writing because I 
like my teacher” (SQ Feb). I started to consider that mutual trust, understanding, and 
communication between the teacher and students may be as important, or perhaps 
more important, than strategies. However, formative assessment is more than a 
strategy -  it is a tool for building trust through personalized communication between 
students and the teacher. Formative assessment builds trust as students see that their 
teacher is genuinely concerned with their success and willing to help them achieve it. 
As I acquired this conviction, I tried to have a little chat with each of the students 
whenever I could.
Attendance rates. Absentee rates were relatively low and most students were 
rarely absent from school. Six students in the first term, seven in the second term, and 
five in the third term were absent from class on one occasion. One student in the first 
term, three students in the second term, and two in the third term were absent twice. 
There was only one student in the first and second terms and three in the third term 
who were absent three times or more. The most frequent reason for the students’ 
absence was sickness with flu or a cold. The number of absent students saw a small 
increase in the second and third terms, when these illnesses are more common among 
students. So I can conclude that attendance rates over the two terms were not affected 
by the introduction of rubrics and formative assessment. However, considering other 
factors, such as student questionnaires and my researcher’s journal, I can conclude that 
formative assessment with rubrics for English language learning improved the 
motivation of these students.
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Students’ Achievement
In this section I have compiled illustrations of the changes in student 
achievement over the two terms. I collected the exam scores and grades to analyze the 
changes in the students’ achievement. The average exam scores and grades in the first 
term for the writing course are shown below (see Table 15). The exam scores and 
grades for both Classes A and B are higher than the overall average o f the exam scores 
and grades in all of the 16 writing classes offered in school for the second graders. 
Grades for the first and second terms are given in numbers 1-10, while the final grades 
are given to students in numbers 1-5 at the end o f the third term, according to their 
achievement over the three terms. Grades are simply based on their exam scores, 
which is totally summative. There are eight classes in the second grade; each class is 
divided into Classes A (advanced) and B (standard) at the beginning o f the school year, 
according to students’ exam scores. So these data show that both Classes A and B 
began the study with achievement scores and grades above the average.
Table 15
Average Exam Scores and Grades in the 1st Term o f  the Writing Course (Standard 
Deviations in Parentheses)
Class Midterm Exam Final Exam Grade (1-10)
Class A 82.5 (9.0) 83.3 (7.7) 8.5
Class B 71.9(14.2) 72.4 (12.5) 7.2
Total (16 classes) 65.7 67.5 6.7
Exam scores. For Class A, an advanced class, the average scores o f the 
midterm and final exams in the first term were 82.5 and 83.3, respectively, while Class 
B, a standard class, scored 71.9 and 72.4 in the same exams (see Table 16). The total 
average score for students in all 16 classes was 65.7 on the midterm and 67.5 on the 
first term final (Students in Grade 11 were divided into 16 writing classes: 8 advanced 
classes and 8 standard classes). Therefore, both Classes A and B scored higher than
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the total average on the two exams in the first semester, although higher than average 
scores were to be expected for Class A, based on past performance. In the second term, 
Class A had the average score of 75.3 on the midterm and 89.3 on the final, while 
Class B had 57.1 and 71.9, respectively. The total average scores for all 16 classes 
were 58.2 on the midterm and 68.8 on the final. Again in the second semester, both 
classes scored higher than the average, and especially in the final they had much 
higher scores compared to the average. In the third term, Class A scored 82.1 but Class 
B only got 61.5, which was lower than the total average score, 63.9. The average score 
of Class A was the highest o f all the 16 classes in the second grade and Ms. S and I 
were very happy and proud o f that accomplishment. However, I was disappointed to 
find the average score of Class B decreased at the end of the year.
Table 16
Average Exam Scores in Writing Course (StandardDeviations in Parentheses)
Exam
1st
Midterm
term
Final
2nd
Midterm
term
Final
3rd term 
Final
Class A 
Class B 
A&B 
Total 
(16 classes)
82.5 (9.0) 
71.9(14.2) 
77.2 
65.7
83.3 (7.7) 
72.4(12.5) 
77.8 
67.5
75.3 (12.6) 
57.1 (16.6) 
66.2 
58.2
89.3 (8.4) 
71.9(14.6) 
80.6 
68.8
82.1 (9.0) 
61.5(14.0)
71.8
63.9
Regarding the cause o f the lower than expected grades for Class B, I 
speculated that a contributing factor was that the content o f what they learned in the 
third term became harder and more complicated as they proceeded to the end o f the 
school year. Another factor may have been that the final exam focused more on 
students’ knowledge of grammar, vocabulary, or idioms rather than their writing 
fluency. The question that focused on writing fluency only made up 20 points o f the 
total score (100 points), with another 20-point listening question. Although the scores 
did not improve on the final exam, especially for Class B, I do believe that their
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writing skills improved over the year because I saw the evidence of improvement in 
each of the students’ papers when I corrected them.
Grades. The average grade for Class A was 8.5 in both the first and second 
terms but decreased in the third term to 8.4 (see Table 17). The average grade for 
Class B was 7.2 in the first term and decreased to 6.6 in the second term and 6.3 in the 
third term. Class A maintained grades higher than the total average during the year, 
which was natural for the advanced class, and the grades for Class B did not improve. 
Table 17
Average Grades in Writing Course
Class
1st term 
(1-10)
2nd term 
(1-10)
3r term 
(1-10)
Final
(1-5)
Class A 8.5 8.5 8.4 4.6
Class B 7.2 6.6 6.3 3.7
A&B 7.8 7.5 7.4 4.1
Total (16 classes) 6.7 6.7 6.6 3.6
Customarily at this school, English grades are given to students at the end of 
each term purely based on their exam scores because all students take the same exams 
regardless of which teacher they have. Therefore, the grades are purely summative in 
nature and their daily assignments or participation in class are not included. For me, 
this result was disappointing, especially for Class B, but understandable, considering 
the nature of this grading system we use in the English department of this school.
Assignment hand-in and scores. The average score in the rubric for each 
assignment and the number o f students who submitted each assignment are shown in 
Table 18. Because of the modification of the rubrics, the maximum score is 12 for 
L6-12 and 16 for L13-15. The scores in percentile are shown in Figure 5 for clearer 
reference. Students were asked to redo each assignment except for LI 1 and L I2. In 
other words, students were asked to write the first draft and then the second/final draft, 
based on feedback. The average scores naturally improved in the second/final drafts in
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each of the assignments. However, the table shows that some students only submitted
their first draft and did not redo their assignments. The number of the students who
submitted the second drafts was much smaller than those who submitted their first
drafts in all the assignments shown below (see Table 18). This gap was usually much
bigger in Class B than in Class A. This may be because revision of assignments was
unfamiliar or that revisions took more time than students could invest in them without
overloading themselves. In the second and third terms, I reflected on assignment
submission in the journal:
I  also encouraged the students in Class B to submit their assignments when 
they are done. Some are already behind and they will need to work hard to 
catch up. So I  tried to motivate students who haven’t done many o f  the 
assignments. I ’m afraid some students are getting behind, especially boys: 
Only two boys submitted their second drafts, while most o f the girls did. (RJ, 
08/11/2011)
Class B: The number o f  students who handed in the assignment decreased.
We think that for some students, writing on vending machines is too hard.
They cannot hand in their assignment simply because they cannot write. So we 
talked about giving students some hints or key words fo r  the assignment, such 
as ‘against the law' and 'minors. ’ (RJ, 08/02/2012)
Table 18
Average Scores fo r  the Assignments and Number o f  Students Who Submitted Them
Assignment L6 L7 L8 L9 L10 LI 1 L12 L13 L14 L15 Extra
Average scores in rubrics (out o f 12) (out of 16)
1st draft 7.9 8.2 8.5 7.9 8.7 8.7 8.6 11.1 10.9 9.7 11.6
2nd draft 10.0 10.5 9.4 10.9 11.2 14.4 14.8 13.5 15.3
Number of students
1st draft 38 35 35 37 35 34 30 37 33 33 32
2nd draft 32 30 12 31 26 32 29 25 22
Note. L=Lesson
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Figure 5. Average rubric scores for assignments in percentage.
Also, students were aware that they were not going to be given their final 
grades based on their assignments because o f the assessment custom here, which is 
predominantly summative. Most students would have submitted both of their first and 
second drafts if they were going to be evaluated based on their papers. More students 
would have submitted their assignments if  I had been more insistent. Only the students 
in Class A were asked to write the second draft o f the assignments L8 because of the 
limited hours of class for Class B, which explains the lowest number of students who 
did this assignment. The number was higher in the beginning o f each term and right 
after exams; L9 was done right after the mid-term exam in the second term and L I3 at 
the beginning of the third term.
From these achievement data, such as exam scores, grades, and assignment 
hand-in, I cannot conclude that the use of formative assessment over two terms had an 
impact on student achievement.
Meaning
In the third stage of the professional inquiry, Meaning, I will provide a 
discussion of the research findings under the headings of the research questions that I 
developed in the planning or Wholeness stage of the study. I will provide answers to
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each of those questions that emerged from a review of my researcher’s journal, student 
questionnaires, and teacher interview, as they relate to the literature review.
First, I will address one of the specific research questions: Do teachers learn to 
use rubrics and develop as a learning community as they share in this inquiry 
process? I f  so, how do they learn and develop? In my analysis, I have separated the 
evidence for teachers learning to use rubrics from learning how to develop within a 
learning community.
Teachers Learning to Use Rubrics
I implemented formative assessment and learned to use rubrics with my 
teaching partner in our inquiry process, as I outlined in the Awareness stage. Rubrics 
have been rarely used in Japanese educational settings but I found them useful for 
encouraging students to judge their own work and manage their own learning because 
the rubrics helped me to teach with clearly specified criteria, expected levels of 
performance, and clear learning goals, as suggested by Montgomery (2002) and 
Wiggins (1998).
This inquiry turned out to be a useful learning opportunity for me in terms of 
learning to use rubrics and implement formative assessment. Prior to the beginning of 
this inquiry, I had never used a rubric in my teaching, nor had I seen any other teacher 
use one in Japan. So discovering how to implement the use of rubrics was important. 
As I described in the Awareness stage, at first I was worried how teachers and students 
would react to the rubric and the big ideas of formative assessment; I was afraid that 
they might not accept rubrics, especially at this school, which emphasizes the 
importance of increasing student achievement as revealed by summative evaluation. I 
was fortunate to find a teaching and inquiry partner, Ms, S, who was willing to 
collaborate with me so that I learned to construct the rubrics appropriate for my
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students with her advice. I constructed a basic Japanese version of rubric before 
starting the inquiry and modified it when necessary. I was relieved that Ms. S 
approved of my first rubric when I showed it to her and also grateful for her advice to 
modify it according to student needs as the study proceeded.
As the literature on formative assessment and learning community theory 
suggested, I modified my teaching by experimenting with a new practice and 
reflecting on the impact for student learning (Black & Wiliam, 1998a; Mitchell & 
Sackney, 2009a). I changed descriptions in the rubric slightly, according to the topic, 
and increased the number of criteria from three to four at the end of the second term, 
when my partner and I noticed an improvement in student writing. I had students 
begin with a basic list of three criteria but as they advanced and mastered the most 
basic criteria, I added more difficult ones. I found that the rubrics needed to change, so 
that as the students developed, they could continue to aim for a higher level of 
performance. In order to keep the new practice manageable, I made only small 
modifications to the rubric for each assigned writing topic and I made a larger 
modification during the winter break after the end o f the first term.
After reflecting on a conversation with my supervisor, Dr. Brown (personal 
communication, January 18, 2013), I developed a conviction that when the criteria 
include fluency and meaning as well as correct grammar, the writing can always be 
richer in terms o f detail, vocabulary, and so on. I have come to believe that even the 
strongest students need a challenge to stay motivated and feel as though they are 
progressing. My supervisor recommended adding an enriched level to the rubric for 
outstanding students and talking to these students about their own goals for improving 
their writing. When constructing a writing rubric, I believe that it remains important to
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make them as clear as possible but also to find the optimum number of criteria to 
match the students’ level o f development.
Supplementary oral instructions and personalized written comments also 
played an important role in making expectations specific as part of descriptive 
feedback that moves learning forward  (Halbert & Kaser, n. d.) and in building an 
affective learning community where students feel safe and can take risks (Mitchell & 
Sackney, 2009a). Providing students with examples of high-quality assignments was 
also effective to make learning intentions clear.
However, changing criteria may have been confusing for some students and 
modifying the rubric for each assignment was time-consuming for me. I learned that if  
the rubric is good for only one task, it is of limited use because students are unfamiliar 
with new criteria and so are less able to use them to monitor the quality o f their own 
work. The resulting inconsistencies for students and overload for teachers may impede 
effective implementation of the rubrics (Fullan, 2001). For my future practice, I will 
create a writing rubric in the beginning of each term, which I can use till the end of the 
term, focusing on different criteria for different assignments, to make the criteria clear 
for students and keep the practice manageable for me. 1 will modify the rubric only 
when the need occurs due to students’ advancement. Dr. Brown suggested that we 
could note which o f each student’s writing assignments demonstrated levels of 
achievement for the criteria; for example, the personal introduction was at level 4 for 
meaning but the expository paragraph was at level 2 (personal communication, June 7, 
2012). Then we could talk about how to bring each assignment up to the next level for 
various criteria. A lesson or unit can also sometimes focus on advancing the students 
in just one criterion. The rubric will then present all the criteria that, ideally, will be 
mastered over a term or semester.
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I also found that the rubric should be specific because if  the wording is too 
general, students may not understand what it means and they will not be able to use 
the learning intentions or criteria (Mertler, 2001; Wiliam, 2006b) to attend to the 
quality o f their learning themselves. Ms. S suggested that some descriptions in our 
rubrics might have been unclear for some learners (IT, Feb). To make the rubrics more 
specific and emphasize the importance of fluency as criteria for writing, we added a 
required number of words to the description in our rubrics in the third term. I think the 
rubrics were most effective when the criteria were clear to students and so, in my 
future practice, I will endeavor to make the descriptions o f levels of performance 
clearer to students.
As I pointed out in Chapter Two, some literature criticized rubrics as 
promoting standardization (Kohn, 2006; Mabry, 1999) and I was alert to possible 
negative effects of rubric use. But now after actually using rubrics as the basis of my 
formative assessment practice, I do not think that using a tool to help me be more 
consistent and share my expectations clearly with students makes me a promoter of 
standardization. Perhaps standardization with the use of rubrics is an irrelevant 
concern, in the Japanese setting, where so much educational practice is already 
standardized, for example, common exams. On the contrary, I believe that rubrics and 
the formative assessment they supported helped me to break away from the existing 
standardization slightly, to begin to help students personalize their learning goals.
According to the student questionnaires, after we started to use the rubrics, 
there was an increase in the number of students in Class A who believed that they 
understood the learning intentions for writing classes. However, the number decreased 
for students in Class B, a standard class, at the end of the third term. The students who 
disagreed that they understood learning intentions were relatively low achievers.
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Therefore, the data seems to say that the rubrics we used made learning intentions 
clear for advanced learners but they may not have been as effective for others.
My experience with rubrics as formative assessment did not confirm the 
literature that formative assessment is most effective for students achieving at lower 
levels (Black & Wiliam, 1998b). However, this may be due to the unique educational 
context, in which none of my learners could be considered low achievers. Or it may 
have been due to other factors, such as students in a standard class in an academic high 
school have more difficulty seeing themselves as independent learners.
Also, my practice of formative assessment was not yet as effective as it will be.
I used the rubrics as a beginning focus for a cluster of practices that can be described 
as formative assessment but I was just beginning to learn about how to give effective 
feedback based on clear criteria and how to ask more effective questions. Further, 
these practices were completely unfamiliar to students and perhaps greater impact 
would be evident when students were more prepared to participate in the formative 
assessment process themselves.
I also learned the importance of descriptive feedback and communication, 
rather than just giving students their scores, as I did prior to this study when my 
teaching emphasis was on summative assessment. The literature helped me to 
understand that assessment fo r  learning takes place throughout the learning process 
and focuses on improving learning rather than measuring it (Cowie, 2005; Earl & Katz, 
2006). In this study, my informal observations, conversations with students, and 
student questionnaires confirmed that feedback and communication were especially 
important for less advanced learners and could motivate them to learn more. This 
insight encouraged me to give more descriptive feedback in the third term.
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Feedback with the use of student models was effective, too, because students 
could learn from their classmates as peers as learning resources for each other 
(Halbert & Kaser, n. d.). One of the teacher’s roles in promoting the development of 
independent learners through assessment as learning, pointed out by Earl & Katz
(2006), is to “provide exemplars and models of good practice and quality work that 
reflect curriculum outcomes”(p. 43). I found that the use o f student work samples as 
exemplars brought the highest level o f achievement on the rubric to life for students. 
Comparing their own work to these examples showed the students which benchmarks 
or milestones they had achieved and gave them a clearer picture of what work at the 
next level would look like. After this year, I will also have a collection o f  anonymous 
texts from previous years to use as anchor texts, to illustrate the quality o f work at 
levels other than exemplary.
Teachers Developing as a Learning Community
In learning community theory, the primary concern is not only student learning 
but also teacher learning; the focus is on the improvement and promotion o f learning 
for both students and teachers (Mitchell & Sackney, 2000, 2001). I believe that a 
collaborative inquiry was an ideal way to learn or implement a new practice and, at the 
same time, work to develop the characteristics of a learning community. This inquiry 
was a first step in cultivating important characteristics of learning communities, as 
suggested by Mitchell and Sackney (2009a): shared visions and goals, collaborative 
work culture, collective learning and shared understanding, reflective practice, and 
trust. In the team-teaching setting, this inquiry created additional opportunities for 
student-focused, collegial communication between Ms. S and I as well as, less 
frequently, with other teachers and the school principal. Therefore, I think I can 
conclude that the teachers developed as a learning com m unity through this inquiry
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process over the two terms by learning together how to implement formative 
assessment in their own classrooms.
Prior to this inquiry, my teaching partner, Ms. S, and I began our relationship 
with a trainee-mentor relationship as a part of my training program. I first visited her 
class in the beginning o f the school year and started team-teaching together in her 
writing class later in the first semester. As a result of our trainee-mentor relationship, 
we had meetings about our teaching regularly and she was always willing to answer 
any questions. When we decided to conduct this inquiry together in the second term, 
our trainee-mentor relationship began to develop as a learning team o f two associates 
who shared the inquiry process. We started to have short meetings after our class and 
exchanged ideas on our teaching practice. We learned together to use formative 
assessment and rubrics, exchanged our ideas on new teaching techniques, and talked 
about students’ reaction, achievement, and improvement. Ms. S did not know about 
rubrics, so we learned about them together. Her advice about the use o f rubrics and 
other teaching methods helped me reflect on and improve my teaching practice and 
our new strategies. Ms. S also showed support for the fundamentals o f formative 
assessment. In our informal conversations and teacher interview, she repeatedly told 
me it is important and helpful to praise the students for their improvement in writing 
and to encourage them to write more and more. In the teacher interview, she expressed 
her understanding of another important aspect of formative assessment: clear learning 
intentions. She told me in the interview that she tried to show students clear goals for 
their learning and the rubrics made learning intentions visually clear to students. It was 
a little disappointment for me to hear her say her teaching practice had not changed 
much after our inquiry (TI, Feb) but it pleased me that she had enjoyed teaching with 
me and that, looking back on our year together, she believed that she had learned a lot
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from me (RJ, 29/09/2012). Ms. S helped me construct rubrics appropriate for our 
students by giving me useful advice. Although she was often busy, she was always 
willing to collaborate with me. It was encouraging for me to have someone to talk to 
or seek advice from on my teaching practice. We modified our mbrics based on the 
improvement in student writing and tried to find an appropriate form o f rubrics for our 
students together. It was great to be able to talk with a partner before and after I used 
the rubric in class. Her words reassured me many times. The benefits o f implementing 
a teaching innovation in a teaching team, rather than separate classrooms, were having 
someone to talk to and seek advice and support from and as a result, generating 
interaction and communication among teachers. I am sure the wealth of meetings and 
close collaboration had an impact on teacher learning and the development o f a 
learning community. The shared inquiry enriched the mentoring relationship set up by 
the program, into something more than the relationship expected for the teacher trainee 
position. The collaboration affected our mentor-trainee relationship and experience in 
a way that allowed us to be partners or associates rather than just a mentor and a 
trainee.
We also started to spend more time on the oral pair work activity, in which 
students looked more engaged. I felt we were under constant time pressure to cover all 
the required content before each exam when team-teaching, but we found the oral pair 
work activity helped students learn and memorize sentences easily. In the teacher 
interview at the end of this inquiry, Ms. S showed developing commitment to 
formative assessment by pointing out pair activities, encouragement, and praising 
students as worth keeping as a permanent part of her teaching practice in her writing 
class (TI, Feb). She later told me in our informal conversation she had enjoyed 
working with me and learned a lot from our team-teaching and shared inquiry. We
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also agreed to continue exchanging information and ideas. I would like to use this 
approach again with my colleagues.
Students also said that they did not forget what they had learned by practicing 
orally in pair work activities in class. However, in the interview in February, she still 
seemed to see the pair work activity as an activity outside of her main teaching 
responsibility, as “taking time out o f the class” (TI, Feb), rather than being an integral 
part of teaching and learning that is supposed to happen. But this remark did not 
appear to me as an accurate summary of the conversations. She repeatedly referred to 
the pair work activity as an effective strategy and told me it had become an essential 
part of her teaching. I think she used the expression, “taking time out o f the class” 
because of the stress she constantly felt and the pressure to cover all the required 
lessons within limited time.
I remain convinced that the invitational approach I adopted was most effective. 
Invitational leaders do not force someone to leam; they encourage and motivate 
learning as associates, not as superiors or subordinates (Purkey & Siegel, 2002). It was 
important not to force teacher learning through inquiry to create a positive, welcome 
environment in a learning community.
Furthermore, this inquiry-based, invitational approach to teacher learning 
enabled me to begin to expand the learning team to other teachers in and outside the 
school. Visiting other teachers’ classrooms or sharing our practice and findings with 
colleagues, the principal, and the vice-principal allowed me to have an opportunity to 
expand the learning team to a school-wide learning community. This kind o f shared 
practice, made possible by my trainee position, is not common in Japanese classrooms. 
Although new teachers with less than three years o f teaching experience are usually 
required to have open classes and post-observation meetings at least three times a year
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and visit other teachers’ classes as a part o f on-the-job teacher training under the 
supervision of an experienced teacher. Also, the principal and the vice-principal are 
required to observe all the teachers’ classes three times a year (once every semester 
each). However, visiting each other’s classes is not very usual among Japanese 
teachers in general, except for most engaged teachers. Teachers at this school were 
more willing because most of them were hard-working, engaged teachers who 
constantly try to improve themselves and they understood my special training position, 
which set the stage for learning community development and, as a result, created more 
opportunities to visit other teachers’ classes and share practice.
One of the key features of sustainable learning communities described by 
Mitchell and Sackney (2000) is that learning acquired by individuals becomes a part of 
the organizational culture. I talked with some of my colleagues about the rubrics and 
teaching strategies we used in class. Some actually used the rubric in their own classes 
or to revise students’ writing. The amount of time we spend on exchanging ideas and 
information on teaching practice has increased because of this inquiry. The 
opportunities to visit and observe other teachers’ classes enabled me to learn and 
reflect on my own practice from different perspectives. Some colleagues and teacher 
consultants visited our class as well.
In March, 2012, at the end of the school year, I had an opportunity to talk 
about this inquiry, with teachers from other schools who are trainees and teacher 
consultants, at a formal meeting in the Tokyo Metropolitan Government office 
building. I made a short seven-minute presentation on our use of rubrics and one 
consultant showed special interest and asked me to send him an example. He said that 
developing assessment tools was useful and that he was helping other teachers and 
researchers with this task. However, he had never used rubrics before. Although there
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is no guarantee that the use of rubrics and other formative assessment strategies will 
spread in Tokyo schools, the goal o f learning community development has expanded 
my opportunities for collaboration and enabled me to see that sharing my learning 
with the educational community is valuable. As Mitchell and Sackney (2000) 
envisioned, personal learning became accessible to others through dialogue. Now that 
I have experienced the beginning of this ideal learning environment, I will look for 
and create opportunities for inquiry and collaboration in order to experience it again.
At some point, others may join me and eventually, this way of thinking and behaving 
in a school may become rooted in our school’s culture.
Secondly, I will address the second specific research question: Does formative 
assessment with rubrics fo r  English language learning improve students ’ motivation 
and achievement? I f  so, how does it happen? I will present answers to this question in 
terms of students’ motivation and achievement.
Students’ Motivation
As I discussed earlier in this chapter, the results of the student questionnaires 
showed that students’ motivation constantly increased over the two terms (SQ Oct, 
Dec, Feb). In the last questionnaire, more students answered they were motivated to 
learn English because they like English or learning it is fun, while fewer students 
answered that they studied it because they would need it in exams. I interpreted these 
responses as an increase in intrinsic motivation (SQ Feb). There was little or no 
change in the attendance rates or the number of assignments submitted over the two 
terms. However, I could see in student response in class and their assignments that the 
students became more motivated to learn English as I described in the Awareness 
stage.
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Students’ Achievement
As I presented in the Awareness stage of this chapter, the students in Class A 
maintained a higher level of achievement in school exams and grades, compared with 
the overall average of all the 16 writing classes. On the other hand, Class B marked an 
average score and grade lower than the overall average o f the 16 classes in the third 
term at the end of this inquiry. From the data collected in this inquiry, I could not 
conclude that formative assessment led to improvement in students’ achievement. The 
result I found about Class A was satisfactory because they maintained a higher level of 
achievement and understanding over the year. However, it was disappointing for me to 
see the test results for Class B, especially because I had believed the students’ writing 
abilities had improved over the year when I was correcting their writing assignments. 
As I pointed out in the earlier section, I think this is because the content we covered in 
the third semester became harder and required more memorization and the exams 
focused more on their grammatical or vocabulary knowledge rather than on their 
writing fluency. Their answers showed some improvement on the fluency portion of 
the exam; most students’ writing in the writing section was longer and more fluent. In 
the grammar section, however, students in Class B did not do as well as I had 
expected.
Although student numerical achievement data on exams did not show a clear 
improvement beyond what could be expected in any class even without formative 
assessment, I could see in their writing assignments that their writing skills, especially 
fluency, improved over the two terms. Most students wrote longer essays with better 
structures and fewer mistakes. Ms. S and I agreed that their writing ability, especially 
fluency, had improved over the two terms (TI, Feb). It was also encouraging to read
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several students’ statements in the questionnaire that they were satisfied with their 
own improvement in English writing.
However, I must mention the methodological problems with analyzing test 
data to show whether formative assessment was effective in terms of increasing 
achievement. At the end of the study, I realized that my research method did not 
enable me to draw this kind of conclusion, because without statistical analysis, it was 
impossible to see whether students improved more than they would have over the 
normal course of any term. I compared their performance to the overall average scores 
of all students, most of whom were not using rubrics, and yet this comparison was 
inconclusive because the precise differences in the abilities o f the groups were not 
known. Neither did I have the data to compare the students’ rate of improvement with 
rubrics to their own past performance without them. So although I would have been 
pleased with average scores much higher than the average for all students if they had 
occurred, such data would not have proved that the rubrics had raised achievement, 
because of random differences in abilities among groups.
I see now that the methodology for this study focused on design, 
implementation, and teacher learning and decision making and not on formal 
evaluation of the innovation in terms o f achievement. Although insights could be 
gathered, conclusive evidence that achievement improved would require an alternate 
research method. The strength o f professional inquiry is its focus on use o f the 
learning tools readily available to a classroom teacher. However, it is essential to 
understand the limitations of the method in terms o f what conclusions can be drawn 
for application elsewhere. This learning was context based and rather than 
prescriptions for others, I developed personal convictions based on student responses. 
However, these convictions are likely to transform my teaching in a sustainable way
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and to influence my colleagues over the course of my career as I engage in 
collaborative work and leadership. In its own right, the story o f how they came to be 
has value as research.
Thirdly, I will address my primary research question: Does inquiry-based 
implementation o f  formative assessment with rubrics affect both student and teacher 
learning? I f  so, how is learning affected? This broad research question enabled me to 
tell my stories that are meaningful for me. I will answer this question in terms of 
student learning and teacher learning.
Student Learning
I found the information from the student questionnaires encouraging, even 
though the students’ test scores did not appear to increase. Especially in terms of 
rubrics, all the students in two classes, except for one who selected Neutral, answered 
that the rubrics we used in class helped them improve their own writing at the end of 
the inquiry. Some students pointed out that it was clear to them where they were and 
what they needed to do to improve their learning. Many students stated the rubrics 
made their weakness clear and presented a guide for improvement; therefore they were 
useful and students could use them when they revised their writing by themselves. 
From this, I can conclude that the rubrics helped students learn more effectively and 
led them toward ownership o f their learning. I can only trust that with increased 
student motivation and ownership o f learning, improvement in achievement would 
ultimately follow.
There were some interesting and encouraging postscripts to the study. Kota 
(S#28) came to talk to me on July 20, 2012, about five months after our last class, and 
asked me to correct his paper using the rubric we had used. He said it would make 
what he can and cannot do clearer to him. He is now a third grader and is preparing for
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the coming university entrance exams. I was glad that he still believed our rubrics
were helpful and still wanted me to correct his paper even if  I no longer teach him.
Also, a teacher who now teaches Class A told me they are really excellent writers.
According to her, they hand in their assignments on time and their writing is very good
both in fluency and grammatical correctness. I felt very proud of them. Although the
students’ exam scores and grades did not improve substantially over the two terms of
my inquiry, I believe they are used to writing longer and more complex passages. I
feel confident in the belief that the students who experienced formative assessment
have started to own their learning because o f it.
I answered the teacher interview questions myself regarding student learning:
I  think student learning improved when I  implemented rubrics. Usually in 
Japanese high school, students write something in English and the teacher 
corrects their grammatical mistakes. That’s it. They rarely rewrite or redo 
their assignments fo r  further improvement. But in this inquiry, students were 
not supposed to stop there. They were supposed to improve their writing on 
their own, using rubrics and my comments. I  could see that writing fluency  
improved and their writing structure got better. Many students learned to write 
the introduction-body-conclusion construction. As they proceeded, their 
grammatical mistakes decreased. The usage o f  articles (the, a) or 
singular-plural forms is one o f the trickiest points fo r  English learners, so they 
still need to learn a lot about them. But the best thing they learned would be 
they no longer fee l writing English is very difficult. They probably wrote twice 
as much as students in other classes. So naturally, students who constantly 
submitted assignments improved their writing skills. (RJ, 20/07/2012)
Students wrote at the end o f this inquiry: “A good thing is that thanks to the
assignment for every class, I could spent more time in writing than before” (S#15, SQ
Feb). “I'm glad that I have my compositions corrected. I don't hate writing anymore”
(S#16, SQ Feb), “I had my compositions corrected and began to put efforts in order to
improve my abilities” (S#37, SQ Feb).
Revision of writing turned out to be an important opportunity for students to
self-regulate using the rubric. The rubric was apparently effective in terms o f  helping
students understand the criteria for their writing and improve it by themselves.
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Chappuis (2012) stated, “it turned out that it isn’t giving o f feedback that caused 
learning gains, it is the acting on feedback that determines how much students learn” 
(p. 36). In addition, asking students to identify what they wanted teachers to look at on 
their second/final draft sheets added another scaffold for metacognition. Described as 
“knowledge of one’s own thought process” (Earl & Katz, 2006, p. 41), metacognition 
may have potential to lead to students’ ownership of learning. Students who were 
using self-regulating behaviors, while checking their work against the rubric and the 
feedback, were moving toward owning their learning.
In terms of learning intentions, the number of students in Class A who 
answered they understood the learning intentions of the English class increased over 
the two terms. Brookhart (2012) stated: “feedback can’t work if students aren’t trying 
to reach a learning target -  or don’t know what the target is, or don’t care” (p. 26). 
Students’ understanding and valuing o f a learning target is important for the 
effectiveness of feedback.
This study led me to the conviction that formative assessment practices based 
on rubrics did, in fact, improve student learning if  not test scores. Students learned to 
write more fluently and they learned to take a new, more active role in improving the 
quality of their writing. They learned to appreciate the learning of English for the 
experience itself as well as a means to reach other goals. Increased satisfaction scores 
showed that they learned how to relieve some of the pressure they felt and to have a 
more positive experience at school.
Teacher Learning
Overall, this inquiry had a positive impact on teacher learning. It was a good 
learning opportunity for me as a teacher. Teacher learning as a team improved as we 
shared this inquiry and implemented formative assessment together. I learned from my
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team-teaching partner both in and outside o f class. We had meetings and exchanged 
ideas on our teaching and students regularly. Ms. S used the rubric for the first time 
and learned to use it with me. Together we created rubrics that were appropriate for 
our students and we modified them over the two terms.
We also learned how to give feedback and use student models or exemplars. It 
was encouraging to know many students found our rubrics useful and helpful to 
improve their learning. It was often time consuming but in the end I felt it was worth 
the time spent and contributed to a sense of fulfillment in my efforts to improve my 
teaching practice. My teaching partner, Ms. S, showed a welcoming attitude for 
formative assessment from the start. In the teacher interview at the end o f this inquiry, 
she referred to the use of formative assessment strategies as “taking time out of the 
class” (TI, Feb), rather than being an integral part o f her teaching and learning. 
However, she showed a good understanding o f formative assessment and a 
commitment to maintain it in her teaching. She noted the importance o f 
encouragement and the effectiveness o f peers working and learning together and she 
referred to the rubric as worth keeping as a permanent strategy. We started to spend 
more time on pair work activity in class and began to see evidence of student 
ownership of learning and understand its significance. Later in the following school 
year, Ms. S told me she had enjoyed teaching and sharing the inquiry with me in the 
writing classes and had learned a lot from working with me (RJ, 29/09/2012). We 
agreed to continue exchanging ideas of new activities or practices for English class 
even though we no longer taught together. I hope to continue learning with her as the 
members of a small but expanding learning community, using invitational, informal 
leadership to bring other teachers into our collaboration and shared learning.
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Themes
To conclude the Meaning stage o f this study, I discuss the four themes that 
emerged from my analysis beyond the focus questions: (a) balance between formative 
assessment and summative assessment, (b) pressure; (c) intrinsic motivation; and (d) 
communication. I will outline and discuss each theme.
Balance between formative assessment and summative assessment. The 
balance between formative and summative assessment was an important, recurring 
issue in this study and it was and has been a challenge in many aspects o f my teaching 
practice. Now at the end of my inquiry on formative assessment, I believe more 
strongly in the importance and the positive effect o f formative assessment for both 
student and teacher learning. However, in the current situation, it is impossible to 
ignore the predominance of summative assessment in most schools in Japan. Students 
believe that high end-of-term exam scores will prepare them to pass university 
entrance examinations and society assumes that it is vital for young people to enter a 
good university to ensure their future success in prominent companies.
Therefore, in the existing system, I cannot deny the importance o f university 
entrance exams. What we strive every day for as teachers is our students’ happiness 
and their bright future, after all. Considering that a person’s educational attainment -  
what a person studied and at what school -  has a direct impact on their future 
opportunities, we cannot downplay the significance of summative assessment for 
students’ future happiness. Rather, I believe that Japanese teachers as well as their 
students would benefit from adjusting the balance so that formative assessment is also 
an important part of the educational experience. This conviction began to emerge as I 
encountered literature that made claims for the potential o f formative assessment to
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improve the learning experience and it grew stronger in light o f the impact o f my 
inquiry for myself, for Ms. S, and for our students.
In my study, I used formative assessment strategies throughout the term and 
there were compulsory summative assessments or common exams at the end o f each 
semester. I used formative assessment in the hope that it would motivate students more 
intrinsically and I was aware that assessment was an extrinsic motivator. The students 
who became more intrinsically motivated through formative assessment strategies 
began to experience the joy of learning English, which I believe is more likely to lead 
to the kind o f lifelong learning that cannot be measured on an exam.
The management and teachers at my school may tend put more emphasis than 
is necessary on summative assessment, therefore increasing stress for both students 
and teachers without actually improving performance. Every time the result of a mock 
test comes out, teachers analyze the numerical data, especially the deviation value, and 
teacher meetings are held to discuss further strategies to improve scores and talk about 
which university students will aim for in the coming entrance exams. I f  the test results 
are undesirable, as they often are, teachers o f each subject present an improvement 
plan in the teacher conference. The school itself is evaluated every year based on its 
numerical data regarding the number of students who passed examinations for famous 
universities.
I do believe that formative and summative assessment should work together. 
Formative should tell students how they are doing in terms o f  the grade they can 
expect if the quality of their work remains the same. Some experts, such as Dylan 
Wiliam, have argued against providing any grades when giving formative feedback. 
But I think his reason for this was weak and that students could be taught to use 
formative to help them improve their performance. From my observations, I believe
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that achievement-oriented students would be likely to lose trust in formative feedback 
that was not related to their summative performance goals. Alignment o f classroom 
learning, school-based term exams, and university entrance exams seems important in 
Japan and is a topic for further investigation.
However, it may be that university entrance examinations in Japan are shifting 
toward greater emphasis on fluency and meaning as criteria for evaluating writing. If 
that is the case, continued emphasis on correct grammar in English class activities and 
school term exams may become increasingly less effective. Preparing students to 
enjoy the language and to use it fluently to express meaning may become the ultimate 
goal of both English classes and university learning. If that is the case, I believe that 
formative assessment may acquire greater prominence in English classes in Japanese 
high schools in the coming years.
Argument between summative and formative assessment can be compared to 
the tension between correctness and meaning when giving students feedback on their 
writing. Both involve finding a balance that is appropriate to the context and to the 
changing needs of students and societies. In the writing class, I started with focus on 
correctness of student writing and later tried to shift the emphasis to fluency and 
meaning. I still think I gave students too much grammatical correction but this shift of 
my focus, in my opinion, enabled me to look at student writing more holistically. It 
involved a shift in assumptions about the purpose o f language learning, from a 
classroom exercise to communicating meaning. In my future practice, I will try to give 
students more room for creativity by not emphasizing correctness over fluency and the 
ability to communicate a meaningful message.
Pressure. The increase in work-related illness and the numbers of teachers 
leaving the profession show that teacher stress and alienation are at an all-time high
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(Fullan, 2007). Fullan (2007) stated, “educational change depends on what teachers do 
and think -  it’s as simple and as complex as that” (p. 129). Teacher’s mental wellbeing 
is crucial to the quality of education. As I described in this chapter, I felt pressure 
constantly throughout this inquiry: time constraints, pressure to finish everything in 
time, pressure to increase student achievement, pressure from parents, and so on. The 
following journal entry illustrates the frustration and pressure I felt as an English 
teacher:
Students seemed very tired... But they were trying. My class tends to be fu ll  o f  
the teacher’s talking when it comes to reading class. Also, students want 
teachers to teach them how to get a good score in exams. I would like to teach 
them about speaking English but I  cannot do it now fo r  them because they have 
to prepare fo r  entrance exams. That is where my frustration comes from. I  
would like to speak English more and want to give students a lot more chances 
to speak and use English but it is not what student want right now. I  have to 
teach them English to pass entrance exams. (RJ, 20/10/2011)
There has been always a gap between what I really want to do as a teacher and
what I am required to do, which contributes to the pressure that I experience. During
the school year 2011/2012, several parents called our school to complain about some
of my colleagues’ teaching styles. One part-time English teacher chose to leave this
school because some parents and students had complained about her for not being well
prepared for her class. After five teacher consultants observed her class, she had a
meeting with the consultants, the principal, and the vice-principal and she submitted
her resignation at that time. She did not return to teach at this school and news o f her
experience seemed to cause other teachers anxiety about their performance. Another
English teacher who was transferred to this school with me in April, 2011 has been on
medical leave since the end of his first term due to mental illness: the pressure he felt
from working at this school may have been a contributing factor. These incidents, in
addition to the urgency o f finishing my inquiry and my master’s degree, made me
realize that I needed to find ways to relieve my stress in order to stay in the teaching
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profession. Learning community theory, on which this study based, helped me to deal 
with these challenges. A curious and inquiring attitude toward improving practice 
made it safer for me not to know everything already or to hide my lack o f knowledge 
and insecurities. Collaborating with my partner gave me opportunities to talk about my 
worries. It has been a relief to know I have someone reliable to talk to whenever I have 
a problem and I look forward to extending that same kind o f collaboration and support 
to other teachers. With increased support among teachers who function as a learning 
community, perhaps the pressure that teachers feel will be more manageable. In fact, 
as Fullan (2007) has suggested, a combination o f pressure and support may be the 
most effective way to stimulate continuous improvement.
Intrinsic motivation. I believe intrinsic motivation is an essential component 
in the behaviours I have described as students owning their learning and is also the key 
to students’ lifelong learning. In the questionnaires, students who achieved well in 
exams gave positive answers to the question, Are you motivated to learn English? On 
the other hand, all the students who gave negative answers to the question were 
struggling learners, mostly in Class B. This result may say something about the 
relationship between motivation and student learning.
Richardson (2012) suggested, “helping students connect course goals to then- 
own passions is a key ingredient of success” (p. 24). As we proceeded with the inquiry, 
more students indicated on the questionnaire that they were motivated to learn English. 
I saw a change in the reason for their motivation: the number o f students who 
answered that learning English is fun increased. Although there were still many 
students who were motivated to learn English because it is important for university 
entrance exams, this change was encouraging to me because I interpreted it as 
evidence that there was some movement toward intrinsic motivation for some students.
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I think these questionnaire comments show that students were becoming more 
independent in that they were sometime able to use learning strategies without explicit 
instructions from the teacher. For me, this development illustrated the phrase, owning 
their learning.
Communication. I found through this inquiry that formative assessment is 
about communication. Communication is important for all aspects of formative 
assessment, including questions that generate evidence o f  learning, descriptive 
feedback that moves learning forward, clear learning intentions, criteria fo r  
success, and peers as learning resources fo r  each other (Halbert & Kaser, n. d.). 
Together, this cluster of strategies defines formative assessment and in ideal situations, 
creates the synergy that is student ownership of learning.
I also found in this inquiry that the rubric is a communication tool. Formative 
assessment is a collaborative, communicative process that empowers students. Rubrics 
are one of the tools that can support that process. The use o f the rubric in this inquiry 
enabled me to communicate learning intentions clearly to students and to encourage 
them to achieve goals. In my comments, whether written or oral, I was able to 
acknowledge what students had accomplished and communicate what I found 
interesting in their writing and what they need to do next. Students also communicated 
their intentions, ideas, or opinions to me through their comments on their second draft 
and in conversations.
Formative assessment strategies and rubrics generated communication between 
students and Ms. S as well as myself. In a traditional Japanese classroom, there is 
usually only one-way transmission of information from the teacher to students. 
Formative assessment, on the other hand, generated mutual communication and 
interaction among students and teachers. Team-teaching, and working and learning
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together with the learning community ideal in mind created more dialogue between 
Ms. S and I. Communication, which is vital for teacher relationships in a learning 
community, enables teachers to stay connected to each other and avoid isolation. 
Sharing our stories of success or failure and talking about the pressure or stress we felt 
daily reduced workplace tension and pressure. Students also started to spend more 
time in pair work activity and peer-assessment, which generated interaction among 
teachers. With the use o f rubrics and revision of assignments, students became able to 
communicate their intentions, ideas, or feelings to their teachers through their writing. 
Thus, the communication between teachers and students became a mutual one, not the 
one-way transmission o f information from the teacher to students. This discovery may 
pave the way someday for the development of a learning community among Japanese 
teachers that also includes their students, as Mitchell and Sackney (2009a) have 
recommended in their later work.
As a result of this study, I have learned to see formative assessment differently. 
Prior to this study, I understood formative assessment merely as a new strategy that 
would make learning more effective. Now I see formative assessment with a more 
ecological perspective, as suggested by Mitchell and Sackney’s sustainable learning 
community framework (2009a). For me, formative assessment is now a complex, 
evolving system, rooted in many inter-related aspects of human life. It is not just a 
teaching strategy but it is communication, motivation, relationships, and feelings. 
Formative assessment is interwoven with the encouragement, dreams, and even the 
love and affection that I, as a teacher, have for my students.
Summary
In this chapter, I presented the analysis and new understandings and 
transformed beliefs or convictions (Brown & Cherkowski, 2011) that emerged from
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this study. In the Awareness stage, I described how I implemented the rubric as an 
assessment tool along with other formative assessment strategies and presented an 
outline o f the results of the student questionnaires and the teacher interview. In the 
Meaning phase, I analyzed the responses to make meaning o f my observations and to 
address my research focus questions. I also described the four themes that I found 
reoccurring within and across the research questions throughout this inquiry process.
In the next chapter, I will summarize this study and describe my final reflections and 
the commitments to new practices that will be consistent with my convictions.
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Chapter V: Final Reflections and Commitments
This chapter addresses the fourth stage, Commitment, which leads to the 
completion of the cycle o f action and reflection for this study, although additional 
questions raised may lead to further investigation in a spiral o f  inquiry (Halbert, Kaser, 
& Koehn, 2011). As I designed this professional inquiry, I created my research 
questions to focus on the effects o f implementing rubrics as formative assessment for 
both student and teacher learning. This last chapter describes the personal 
commitments that I have drawn from the meaning that I made of the data and the 
literature, the implications and insights this study may contribute to others, and 
suggestions for further research.
This study has had great meaning for me, even to the point o f transforming my 
understanding of formative assessment. Over the course o f the study, I learned to see 
not just a teaching strategy but a way of relating to students and colleagues that is 
congruent with my most deeply-held human values. This is the meaning that Fullan
(2007) described as essential for sustainable educational change and also the moral 
purpose that is at the heart of a learning community (Kaser & Halbert, 2009; Mitchell 
& Sackney, 2009a). However, I must continually remind myself and my readers that 
the method that led me to these convictions is personal and context specific. I cannot 
make recommendations based on this study and I cannot prescribe from my findings 
what others should do. However, I can describe my own convictions and commitments, 
as a potential guide and possibly an inspiration for others who believe that they face 
similar problems. I can share insights that may shed light on the mysteries o f teaching 
in other settings and I can highlight questions that remain unanswered as suggestions 
for further research.
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Implications of the Study
In this study I explored how implementing formative assessment with rubrics 
affected student and teacher learning and what implementation could look like in a 
Japanese academic school. I believe it was important to learn how to implement 
formative assessment in this setting, where an unbalanced emphasis on summative 
assessment robs students of the joy o f learning and brings unreasonable stress to the 
lives of students and teachers. I found that rubrics are communication tools that foster 
teacher-student communication with a focus on descriptions o f performance levels and 
clear learning targets. It was not enough to just circle some categories in the rubric; for 
effective implementation I found that I also needed to write personal encouragement 
and to supplement written feedback with oral interaction with students. The use of 
rubrics, combined with related formative assessment strategies such as clear learning 
intentions and criteria and descriptive feedback, generated communication and 
interaction among students and teachers and helped students move toward the 
ownership that will facilitate lifelong learning.
In this study I found that awareness of achievement to date helped discouraged 
learners feel that they were progressing, which encouraged them to work harder. The 
student questionnaires showed that the rubrics we used in class gave students a clear 
idea of where they were and what they needed to do next. Early in my inquiry, I had 
given students more feedback on what they could not do than what they were able to 
do. However, I realized that might have focused students on their weaknesses rather 
than their strengths, which could discourage even motivated learners. I also found that 
I had given too many grammatical corrections when I looked back at the feedback or 
revision I gave to students. Reflecting on my earlier practice, I modified strategies and 
started to put more emphasis on fluency and giving more feedback and instruction to
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build strengths or what they were able to do, rather than to address weaknesses. One 
strategy for teaching English writing suggested by Dr. Brown was to focus first on 
giving feedback for meaning and then do the proofreading for spelling, grammar, etc. 
when the meaning was clear (personal communication, June 7, 2012). This way, 
writing for fluency and meaning and proofreading are not the same thing and students 
receive the message that meaning or communication is the main point o f using 
language. The fluency or frequency o f use that allows a student to improve their 
language is therefore not sacrificed in trying to achieve perfection too soon. 
Encouraging students turned out to be essential to implement formative assessment 
successfully and to foster a high-capacity learning community in my classroom. I 
found that my ability as a teacher to communicate clearly to students with optimism 
and enthusiasm was important in this school. This way of working, with a focus on the 
positive, helped to relieve stress and maximize performance for both myself and many 
of the students.
In Six Big Assessment Strategies presented by Halbert and Kaser (n. d.), peers 
as learning resources fo r  each other played a substantial role in my implementation o f 
formative assessment. In pair work activities, students appeared most engaged and 
many students commented positively on these activities in their questionnaires. Using 
student work samples as exemplars turned out to be effective as well. When provided 
with examples o f high-quality assignments, students were highly engaged in reading to 
find the strengths of those papers.
Fostering ownership of learning among students and teachers was the ultimate 
goal of this study, although I paid some attention to motivation and achievement. 
According to the questionnaires, student motivation increased with the implementation 
of formative assessment with the use of rubrics. Although I could not find a significant
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increase in student achievement, more students believed that the rubrics we used 
helped them to see their own progress and to set goals for their learning. Students 
learned to revise and improve their writing using the rubrics and feedback. These 
findings altogether show that students learned to gain ownership of learning through 
formative assessment with the use of rubrics. Writing the second or final draft turned 
out to be very effective to promote ownership of learning as well.
The teachers in this inquiry learned to work together in a learning and teaching 
team. Working in a team with the goal o f beginning a learning community enhanced 
communication and interaction among the two o f us and we learned to use the rubrics 
together. We both agreed that the rubrics were effective and student learning increased 
through this strategy and my partner’s experience in this school gave important 
confirmation to my own insights. We had meetings regularly before and after class and 
we exchanged reflection focused on student progress. We both learned a great deal and 
enjoyed the collaborative experience. I felt more secure and safe in taking risks when I 
was team-teaching, which indicates development toward high-capacity functioning in 
a learning community. I also found it effective to use student information to guide and 
modify my teaching when many students were making the same error or having the 
same problem, as is suggested as an essential feature of assessment fo r  learning in the 
literature (Earl & Katz, 2006). This way of responding to students was useful when I 
modified the rubrics and provided students with feedback on their writing. I think that 
that when teachers leam to base planning decisions on student needs, they are also 
moving toward ownership of their professional learning.
Limitations of the Study
As I proceeded with this research, some additional limitations became evident. 
First, some meanings may have been lost in the process of translation from Japanese
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into English because the student questionnaires and the teacher interview in this 
research were conducted in Japanese, not English, and I translated them myself. 
Because this study was conducted in Japan, where Japanese is the only official 
common language, and the student participants’ English abilities were not sufficient to 
express their ideas and feelings, I chose to use Japanese on the questionnaires and 
translate Japanese texts into English. However, because o f the considerable difference 
between the two languages, translating students’ answers on the questionnaires into 
English was a challenge. For example, the Japanese language does not usually 
distinguish plural nouns from singular nouns, or uncountable nouns from countable 
ones. Also in Japanese, subjects and objects are often omitted from sentences, which 
makes Japanese sentences unclear and ambiguous. Therefore, I paid the utmost 
attention to the accuracy of the translations. In my attempt to reduce the limitation and 
increase trustworthiness, I also utilized a member-checking method. I asked Ms. S to 
read her interview transcripts and a few of the more proficient students to read my 
English version of their answers on their questionnaires, to see if they agreed that the 
translation successfully conveyed what they wanted to say.
As a professional inquiry informed by action research, the research was 
conducted in only two classrooms o f 11th graders, so that the number of students upon 
which observations were based was only forty. Teacher participants included only one 
inquiry partner, Ms. S, and myself. There was no control group and there were 
problems with analyzing achievement data to show that formative assessment 
strategies had an impact on student achievement scores. For example, as students 
proceed throughout the school year, they improve in all academic areas. Therefore, 
some of the students’ writing improvement could be attributed to the natural growth
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that they would have made regardless of the teaching strategies or techniques 
implemented in this study.
There was also an issue of researcher bias because, at the beginning o f the 
study, I had already invested time and energy into the potential of formative 
assessment to have a positive impact in a Japanese classroom. Therefore, I may have 
been biased in my interpretations of classroom interactions as indicators that formative 
assessment was having a positive effect. However, there are two points to be made 
here. First, I took care to confirm my interpretations with my teaching partner and also 
to triangulate the data by comparing classroom interactions with student responses on 
the questionnaire. Second, professional inquiry is an inherently optimistic research 
method, where the researcher first chooses a promising innovation and then continues 
with cycles o f experimentation, reflection, and revision, until a measure o f successful 
implementation is achieved. Rather than being a liability in the research, my bias 
toward optimism contributed to my ability to overcome obstacles and persist until 
some o f the potential of the innovation was achieved and personal commitments for 
sustainable change was established. Considering the twin purposes o f action research 
to produce knowledge and contribute to an improved social environment (Greenwood 
& Levin, 2007), a bias toward optimism was appropriate for this study.
This inquiry is not likely to be replicable in other schools with different 
personalities and without the team-teaching arrangement and what I have learned 
cannot be generalized. However, other teachers who wish to implement formative 
assessment may find that my experiences provide some idea o f where to start and how 
to modify the implementation through student-focused inquiry.
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Commitments
The fourth stage of the inquiry circle designed by Brown and Cherkowski
(2011) is Commitment, which entails “not merely enduring changes in practice but 
also some inner development or transformation for the teacher” (Davy & Brown, 2007,
p. 10).
I loved learning English when I was a high school student. I was very 
interested in foreign languages. However, I did not really like my English classes at 
school. They were sometimes boring; the teacher gave us grammatical explanations 
and translation in Japanese. All we had to do was to look up new words in the 
dictionary and translate English into Japanese. English was merely something that we 
translated into our native language, rather than a communication tool. On the other 
hand, I was eager to learn English on my own outside the classroom. I listened to 
English language programs or English songs on the radio. Although there was no 
Internet available back in the 1980s, where vast amounts of information can now be 
accessed, I believed that English would open my door to the world.
In my classroom, I would like my students to have this kind of positive view. I 
would like them to enjoy the experience of learning another language and the joy of 
sharing their learning processes with their classmates. Through this inquiry process, I 
have become more determined to accomplish this dream -  my moral purpose has 
evolved. I am convinced that I have made significant progress establishing the dream 
as leadership vision and identifying strategies, structures, and relationships through 
which it can be achieved, beginning with formative assessment.
This study taught me that a rubric is a communication tool, as is the language. I 
will further cultivate communication in the learning community, both within my 
classroom with students and beyond my classroom with colleagues. For my future
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commitments, I will further advance peer-assessment and self-assessment to promote 
peers as learning resources fo r  each other and ownership o f  learning. I will put more 
emphasis on the importance of meaning, creativity, and ingenuity when teaching 
English writing.
Ownership of learning remains as the ultimate goal of my teaching practice. By 
implementing rubrics and formative assessment strategies effectively, I intend to 
further motivate and encourage students to leam and promote their ownership o f 
learning. To articulate commitments emerging from this study, I made an action plan 
(see Figure 6) to implement and further promote formative assessment in a Japanese 
setting. I will continue to use inquiry to focus on the effects o f specific actions in 
terms of students responses. When designing inquiries, I will continue to seek 
collaboration with colleagues to develop and distribute personal learning, in the hopes 
of creating a high-capacity learning community that serves students and teachers well.
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- Clear learning intentions
>  Make learning intentions clear for each lesson and activity
> Develop rubrics that make learning intentions clear to students
> Clearly describe learning intentions when giving students assignments
> Have the students paraphrase or give examples o f the learning intentions so 
that I know that they will understand them, remember them, and be more 
likely to refer to them as they complete or revise their writing
- Criteria for success
> Make criteria clear and share it with all students
> Develop rubrics that can make criteria clear for students
> Develop rubrics with language that is specific and easy for students to 
understand
> Leam more about when to focus on familiar criteria and when to move on to 
new ones
- Questions that generate evidence of learning
> Ask students questions that will stimulate their thinking and promote their 
learning
> When many students are making the same error or have the same problem, 
use the information to guide and modify my teaching
> Generate communication and interaction among teachers and students by 
questioning
- Descriptive feedback and feedforward
> Use rubrics to give students more detailed feedback about their writing
> Use descriptive feedback to make it easier for students to improve their
writing performance
> Give students descriptive oral feedback that encourages them to leam further
- Peers as learning resources for each other
> Promote peer-assessment
> Create an environment where students leam from each other
>  Ask students to work in pairs to leam together
> Use past and current student writing samples as learning resources (anchor
texts and exemplars)
- Learners owning their own learning
> Promote self-assessment using rubrics
> Expect that students would revise their assignments, based on their attention 
to feedback provided
>  Require that on the second revision sheet, students write what they have 
worked on, what has been improved, and what points they want me to look 
at next
Figure 6. Future action plan.
FORMATIVE ASSESSMENT IN JAPAN 190
Successful Implementation of Form ative Assessment in a Japanese Academic
High School
In this section I will describe my developing vision for formative assessment in 
a classroom learning community in a Japanese academic high school. This study has 
contributed to my belief that formative assessment strategies, successfully 
implemented to develop a learning community among students, can drastically change 
the dynamics o f a Japanese classroom. Compared with the traditional classroom (see 
Figure 7), where the teacher-student interaction is merely linear and single-way, the 
teachers and students in the learning community classroom are interrelated and 
connected in an ecological learning system (see Figure 8). In many Japanese 
classrooms, there is a great deal of teacher talk as teachers try to provide students with 
knowledge. In this kind o f classroom, students are supposed to listen quietly, 
memorize, and do what their teachers tell them to do rather than reflect, leam, think, 
and communicate with other students. Teachers dominate most of the interaction that 
takes place in class. I do not believe that this approach maximizes capacity building 
for students. On the other hand, in an ideal learning community, teachers do not 
dominate but facilitate interactive conversations: students shape and take 
responsibility for their own learning that is related to their lives and interests. More 
interaction or dialogue occurs among students and between teachers and students. 
Students are more likely to be motivated to leam and apply creativity and ingenuity in 
this learning community classroom. Colleagues, school staff, the management, 
communities, parents, and school districts collaborate with teachers to create these 
conditions for student learning. Students in the learning community know that a 
concern for their learning is at the centre o f all decision making. My vision is to create,
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within and beyond my classroom, learning communities in which interactive 
communication and mutual influence are common.
T«* Teacher, S** Student
Figure 7. Traditional classroom.
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Figure 8. Learning community classroom.
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Recommendations for F urther Study
Based on the insights, convictions, and commitments that emerged from this 
study, I see many opportunities for further study. My Japanese students assumed that 
they were expected to be quiet to even in a language class and they were not used to 
expressing their opinions and ideas in front of their peers. Students in my class also 
spoke up only when I called upon them by name. It was a challenge for me to increase 
active student participation in class. One o f the most powerful strategies to increase 
writing fluency with young children, suggested by Dr. Brown, was to have them talk 
first about the same topic on which they were writing (personal communication, June 
7, 2012). This strategy is not available when the expectations are to be quiet. My next 
study may focus on the process and effects of introducing structured talk in class.
Peer assessment is another strategy I want to explore further. In this study, I 
could not effectively utilize peer assessment in my writing class. The pair activity we 
did was limited to memorizing and correcting key sentences in the textbook rather 
than composing original sentences. To expand meaning and student ownership of 
learning, I need to add creativity to my class as a criterion for formative assessment. I 
would like to explore the implementation or design of effective strategies for peer 
assessment and pair work activity in English class in Japan.
This study focused on new understandings obtained by a teacher researcher in 
an academic school in the suburbs of Tokyo. A study to implement rubrics in another 
academic school or in a different type of school, using a similar methodology, would 
provide interesting comparisons. Now that I have completed the inquiry cycle of this 
study with one teaching partner, I would feel more prepared to try to create a learning 
community by facilitating inquiry with a larger group of teachers. My developing skill
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with formative assessment and my convictions about its value for Japanese students 
have also prepared me for this kind of leadership.
This study was based on the information provided in a limited number of 
student questionnaires and one teacher interview. Broader studies using information 
gained from principals, vice-principals, and a number of teachers would provide 
additional insight into the implementation o f rubrics and related formative strategies in 
a Japanese setting. Facilitating collaborative inquiry for a larger group of teachers 
interested in implementing formative assessment would make a broader study possible. 
At some point, if a large enough group participated for longer than one school year, it 
may be possible to conduct a statistical study to more accurately assess the impact of 
formative assessment on student achievement.
Conclusion
This study contributed to improvement in the quality o f classroom practices 
and learning for both teachers and students in and beyond my classroom. I shared this 
inquiry process with my learning partner, hoping to build our capacity to contribute to 
student ownership of learning together. I believe that an inquiry-based, invitational 
approach to teacher learning increased our capacity to implement this and other 
innovations to improve student engagement and eventually have a significant impact 
on student achievement.
In conducting this inquiry in the four stages of Wholeness, Awareness,
Meaning, and Commitment, I have become more self-aware and reflective as a teacher 
and a person. At the same time, I began to feel more engaged, positive, and 
enthusiastic about learning and teaching. Just as I have developed the moral purpose to 
share my joy of learning the English language with students, I now envision myself as
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an educational leader who shares the deep fulfillment of professional learning through 
inquiry with my teaching colleagues.
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Appendix A: Student Questionnaire on Studying English (1)
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Appendix B: Student Questionnaire on Studying English (2)
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Appendix C: Student Questionnaire on Studying English (3)
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Appendix D: Questions I Asked on Student Questionnaires (English Translation)
(1) Do you feel motivated to leam English? Why?
0 Neutral - 1 Strongly Disagree - 2 Disagree - 3 Agree - 4 Strongly Disagree
Reason ( )
(2) Do you understand the learning intentions of the English class?
0 Neutral - 1 Strongly Disagree - 2 Disagree - 3 Agree - 4 Strongly Disagree
(3) Are you satisfied with the English class? Why?
0 Neutral - 1 Strongly Disagree - 2 Disagree - 3 Agree - 4 Strongly Disagree 
Reason ( )
(4) Does your teacher understand you and your needs? Why?
0 Neutral - 1 Strongly Disagree - 2 Disagree - 3 Agree - 4 Strongly Disagree
Reason ( )
(5) What did you become able to do last semester in the writing class?
1. To leam how to write in English 2. To write long sentences 3. To write 
short sentences easily 4. To understand grammar 5. To write letters in 
English 6. To make proposals in English 7. To express my gratitude in 
English 8. Others
(6) What are you not yet able to do?
1. Reading 2. Speaking 3. Listening 4. Grammar 5. Writing 6. Vocabulary 7. 
Others
(7) What do you think you will need to do this semester? Why?
(8) Why is learning English important to you?
(9) How much effort do you put into learning English?
Time 1. None 2. 30 minutes 3. One hour 4. One hour and a half 5. Two 
hours 6. More than two hours and a half
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Content 1. Preparation for the class 2. Review 3. Vocabulary 4. Writing 5. 
Others
(10) Do the rubrics we are using help you to see your own progress and to set goals for 
your learning? Why?
0 Neutral - 1 Strongly Disagree - 2 Disagree - 3 Agree - 4 Strongly Disagree 
Reason ( )
(11) Is there anything else that you think I should know?
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Appendix E: Teacher Interview Questions
1. Did this inquiry help you to achieve any of your overall visions or long-term goals? 
If so, what visions or goals did it help to achieve?
2. What beliefs have been strengthened for you? Have any o f your beliefs changed?
3. What have you tried, and how did students respond?
4. Please describe your decision points. When did you adjust your strategies and 
why?
5. Which strategies are worth keeping as a permanent part o f your teaching and why?
6. Which strategies are not worth keeping as a permanent part of your teaching and 
why?
7. Did student learning improve when new strategies were implemented? If  so, how 
did it improve?
8. What will you do next to continue to develop your teaching practices and beliefs?
9. Is there anything else about formative assessment, rubrics, and your teaching 
practice that you think I should know about?
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Appendix F: UNBC Research Ethics Board Approval LetterWVESnYOFNflXBERNBRrnSH COLUMBIA
RESEARCH ETHICS BOARD
MEMORANDUM
To: Sahoko Usutta
DC: VWlow Brown
Prom: Henry Harder, Ctelr 
Research Ethics Board
Date: October 12. 2011
Re: r?nn rmm rem on
Master of Education to MtofidlsGip&riaiy Leadership
Thank you tor submitting amendments to the abwe-notetJ proposal to toe Research 
Stoics Board.
These amendments have teen approved tor a period of 12 roonthsfrom toe date of this 
tetter. Continuation teyond ftat date M l require further review and renewal of REB 
approval. Any chaises or mrnatfmmm to the protocol or consent form must be 
approved by the Research Ethics Board.
Coed lu d k M it  your research.
Dr. dreg Halseth
ActingChair, Research Ethics Board
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Appendix G: School Principal Consent Form
Tokyo Metropolitan Hachioji-higashi High School 68-1, Takakura-cho
Hachioji-shi, Tokyo 
Japan 192-0033 
Tel. +81-42-644-6996 
Fax. +81-42-642-2641 
www.hachiojihigashi-h.metro.tokyo.jp 
11-August-2011
To: University of Northern British Columbia Research Ethics Board
/  — f ' y  ■ z f ' )  = 7 -  4  v ' y  =1- • => n v  fc"T jt W k .
UNBC MEd Thesis Study School Principal Consent Form for 
Implementing Formative Assessment in a Japanese High School
I, Keiichiro Ishikawa, do agree to allow Sahoko Usuda to conduct research in her 
classroom for her MEd thesis as described in the attached proposal. This consent 
form also indicates my permission that these data may be used for a M aster’s research 
study as described in the proposal.
In Japanese schools, it is unnecessary for teachers employed by the local government 
to ask for letters of consent from each student or parent involved when they attempt to 
conduct research in their own classrooms for educational purposes. Teachers are 
only required to inform students and parents o f their educational research with an 
information letter.
Teacher researchers are also not required to ask for a consent form from the relevant 
board of education or school district when the research is approved by the principal o f 
the relevant school.
As the principal, I hope this study will benefit both students and teachers in terms of 
their deeper learning. I would highly appreciate your kind understanding and support 
on this matter.
[Japanese translation]
t  S r * B - f -S 0 S:,
Z  Z  h  SrfFWi-io
m & f t z z t i  i i & g i  m m  a .
u * v \ ,
I t ,  Z< nW fti*±fe  • t  *
Sincerely,
Keiichiro Ishikawa 
Principal
Tokyo Metropolitan Hachioji-higashi High School
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Appendix H: Information Sheet and Informed Consent for Teachers 
Implementing Formative Assessment in a Japanese High School
University o f Northern British Columbia 
Master of Education in Interdisciplinary Leadership 
Sahoko Usuda
Information Letter and Informed Consent for Study Participants
This study will explore how the implementation o f formative assessment with the use 
of rubrics in high school English classes in Tokyo, Japan will improve students’ 
motivation and encourage ownership of learning. The researcher will implement 
rubrics as a formative assessment strategy in her own classroom and reflect on 
students responses, preferably with a small group o f co-inquirers or interested 
colleagues.
The purpose of this study is to explore how the implementation o f formative 
assessment strategies through rubrics in a Japanese high school affects student 
learning, contributes to teacher learning, and furthers the development o f a learning 
community.
How were you chosen to participate in this study?
You have been invited to participate in this study because you are teachers who are 
willing to be involved with professional learning and inquiry at Hachioji-Higashi High 
School.
What am I asking you to do?
You are asked to be a co-inquirer in this study, to come to a clearer understanding of 
your learning about implementing formative assessment in the school through 
professional inquiry process with a researcher, Sahoko Usuda, and possibly with 
colleagues in your school. You will be asked to participate in a study group to discuss 
formative assessment strategies and use o f rubrics, suitable for the Japanese settings. 
You may also be asked to contribute to the study group in a brief discussion about how 
your professional learning about formative assessment and rubrics has influenced your 
beliefs and classroom practice.
Who will have access to your data?
Only Sahoko Usuda will have access to your personal data and notes on private 
conversations. Colleagues in the study group will have access to your comments 
because they will be participating in the conversations and they will have opportunity 
to review the transcripts for accuracy.
Participation in this Study is Voluntary
Your participation in this study is voluntary. You may choose to participate in the 
study in one or more ways or you may decline to participate. If you do participate, 
you may withdraw at any time, and if you do so, all of the data you have contributed 
will be destroyed and will not appear in research reports.
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Potential Benefits and Risks
Your participation in this study will benefit your school by contributing to reflection 
about your teaching practice and professional learning related to implementing 
formative assessment. It will contribute to the school improvement and assessment 
fields as part o f a detailed picture o f the conditions in which learning develops and is 
shared within and across schools. There are no potential risks in this study.
Anonymity and Confidentiality
Your anonymity for discussions and conversations in the study group will be protected 
because only Sahoko Usuda will have access to your private data. You will choose a 
pseudonym to use in research reports and your school will not be identified by name 
or location in presentations, reports, or journal articles in which study findings are 
shared. Confidentiality will be ensured because all data will be identified with 
pseudonyms and the list matching names and pseudonyms will be stored in a separate 
file or location. You will have opportunity to check transcripts for accuracy and to ask 
that any information pertaining to you be removed.
Information Storage
All information from this study will be stored in a locked filing cabinet in Sahoko 
Usuda’s house or on a password protected computer in the same place. All data will be 
deleted or shredded on or before September 1, 2012. The only remaining material after 
this time will be presentations and/or papers that relate to the research but do not 
contain identifying information.
Questions or Concerns About this Study
If you have questions about this study, please contact the researcher, Sahoko Usuda, at 
090-1846-9401 or by email at sahoko77@aol.com. If  you have concerns or complaints, 
you are encouraged to contact the UNBC Office of Research at reb@,unbc.ca or 
+1-250 960-5650.
How do you get a copy of the results?
An executive summary of the study will be shared with each participant through the 
researcher or the principal before September 2012. You may also have opportunities to 
discuss data and contribute to interpretation in the study group at your school in the 
school year 2011/2012. The Tokyo Board of Education will also receive a report of the 
final results o f the study.
I agree to participate in the “Implementing Formative Assessment” study as described 
on this Information Letter.
Signature: ________________________  D ate:___________________
Printed Name: _________
I agree to participate in an interview that may be audio-taped.
I agree to participate in a study group or in a staff meeting discussion that 
may be audio-taped.
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Appendix I: Cover Letter of the Information Letter
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Appendix J: Information Sheet and Informed Consent for Students 
Implementing Formative Assessment in a Japanese High School
University of Northern British Columbia 
Master of Education in Interdisciplinary Leadership 
Sahoko Usuda
Information Letter and Inform ed Consent 
for Study Participants (Students)
This study will explore how the implementation of formative assessment with the use 
of rubrics in high school English classes in Tokyo, Japan will improve students’ 
motivation and encourage ownership of learning. The researcher will implement 
rubrics as a formative assessment strategy in her own classroom and reflect on 
students responses, preferably with a small group of co-inquirers or interested 
colleagues.
The purpose of this study is to explore how the implementation of formative 
assessment strategies through rubrics in a Japanese high school affects student 
learning, contributes to teacher learning, and furthers the development o f a learning 
community.
How were you chosen to participate in this study?
You have been invited to participate in this study because you are students who are 
enrolled in the researcher’s English class at Hachioji-Higashi High School.
What am I asking you to do?
You are asked to be a participant in this study about implementing formative 
assessment in the school, conducted by a researcher, Sahoko Usuda, and possibly her 
colleagues in your school. You will be asked to participate in questionnaires on 
motivation for learning English and feelings about the use of rubrics.
Who will have access to your data?
Only Sahoko Usuda will have access to your personal data and questionnaires. For the 
purpose of a successful research, her colleagues in the study group will have access to 
the outcomes of questionnaires on an anonymous basis.
Participation in this Study is Voluntary
Your participation in this study is voluntary. You may choose to participate in the 
study in one or more ways or you may decline to participate. If you do participate, 
you may withdraw at any time, and if you do so, all of the data you have contributed
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will be destroyed and will not appear in research reports.
Potential Benefits and Risks
Your participation in this study will benefit your school by contributing to reflection 
about teaching practice and professional learning related to implementing formative 
assessment. It will contribute to the school improvement and assessment fields as part 
o f a detailed picture of the conditions in which learning develops and is shared within 
and across schools. There are no potential risks in this study.
Anonymity and Confidentiality
Your anonymity in any activity in this research will be protected because only Sahoko 
Usuda will have access to your private data. You will choose a pseudonym to use in 
questionnaires and your privacy will not be identified by name in presentations, 
reports, or journal articles in which study findings are shared. Confidentiality will be 
ensured because all data will be identified with pseudonyms and the list matching 
names and pseudonyms will be stored in a separate file or location. You will have 
opportunity to check transcripts for accuracy and to ask that any information 
pertaining to you be removed.
Information Storage
All information from this study will be stored in a locked filing cabinet in Sahoko 
Usuda’s house or on a password protected computer in the same place. All data will be 
deleted or shredded on or before September 1, 2012. The only remaining material after 
this time will be presentations and/or papers that relate to the research but do not 
contain identifying information.
Questions or Concerns About this Study
If you have questions about this study, please contact the researcher, Sahoko Usuda, at 
090-1846-9401 or by email at sahoko77@aol.com. If  you have concerns or 
complaints, you are encouraged to contact the UNBC Office o f Research at 
reb@unbc.ca or +1-250 960-5650.
How do you get a copy of the results?
An executive summary o f the study will be shared with each participant through the 
researcher or the principal before September 2012. You may also have opportunities to 
discuss data and contribute to interpretation in the study group at your school in the 
school year 2011/2012. The Tokyo Board o f Education will also receive a report o f the 
final results of the study.
I agree to participate in the “Implementing Formative Assessment” study as described 
on this Information Letter.
Signature:   D ate:____________________
Printed Name: _____
I agree to participate in an interview that may be audio-taped.
I agree to participate in a study group or in a staff meeting discussion that 
may be audio-taped.
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1 No Evidence 2 Emerging 3Approaching 4 Mastery 5 Exemplary
Ideas
- C l e a r  
m e s s a g e ,  
i m p o r t a n t  
d e t a i l s ,  e a s y  t o  
r e a d
No main idea, 
purpose, or 
central theme 
exists.
Main idea is still 
missing or weak 
though possible 
topic/theme is 
emerging.
Topic or theme is 
identified as main 
idea; development 
remains basic or 
general.
Main idea is 
well marked by 
detail but could 
benefit from 
additional 
information.
Main idea is 
clear, supported, 
and enriched by 
relevant 
anecdotes and 
details.
Organiza
tion
- I n t e r e s t i n g  
b e g i n n i n g ,  i d e a s  
l i n k e d  t o  m a i n  
m e s s a g e ,  s t r o n g  
c o n c l u s i o n
Organization 
cannot be 
identified; 
writing lacks 
sense of 
direction.
Organization is 
mostly
ineffective; only 
moments here 
and there direct 
reader.
Organization 
moves reader 
through text 
without too much 
confusion.
Organization is 
smooth; only a 
few small 
bumps here and 
there exist.
Organization 
enhances central 
idea; order of 
information is 
compelling, 
moving reader 
through text.
Voice
- E n t h u s i a s t i c  
a b o u t  t h e  
t o p i c ,  f e e l i n g s ,  
h o l d i n g  
a t t e n t i o n ,  
e n g a g i n g
Author seems 
indifferent, 
uninvolved, or 
distanced from 
topic, purpose, 
and/or 
audience.
Author relies on 
reader’s good 
faith to hear or 
feel any voice in 
phrases such as 
“I like it” or “It 
was fun.”
Author’s voice is 
hard to 
recognized; 
author is not fully 
engaged or 
involved; topic 
and purpose are 
still not 
compelling
Author attempts 
to address topic, 
purpose, and 
audience in 
sincere and 
engaging way; 
piece still skips 
a beat here and 
there.
Author speaks 
directly to reader 
in individual, 
and engaging 
way that delivers 
purpose and 
topic; author is 
respectful of 
audience.
Word
choice
- s t r o n g  v e r b s  
a n d  c o l o r f u l  
p h r a s e s ,  
p r e c i s e  w o r d s ,  
u n i q u e  w o r d s
Vocabulary is 
limited; author 
searchers for 
words to 
convey 
meaning; 
mental 
imagery is 
lacking.
Vocabulary is 
flawed, resulting 
in impaired 
meaning; wrong 
words are used; 
and reader 
cannot picture 
message or 
content.
Vocabulary is 
understandable 
yet lacks energy; 
some
interpretation is 
needed to 
understand parts 
of piece.
Vocabulary is 
more precise 
and appropriate; 
mental imagery 
emerges.
Vocabulary is 
powerful and 
engaging, 
creating mental 
imagery; words 
convey intended 
message in 
precise,
interesting, and 
natural way.
Sentence
fluency
- T h e  s t o r y  i s  
e a s y  t o  r e a d ,  
s o u n d s  
s m o o t h ,  
s e n t e n c e s  
b e g i n  i n  
d i f f e r e n t  w a y s
Sentences are 
incorrectly 
structured; 
reader has to 
practice to 
give paper a 
fair
interpretive
reading.
Sentences vary 
little; even easy 
sentence 
structures cause 
reader to stop 
and decide what 
is being said; it 
is challenging to 
read aloud.
Sentences are 
technically 
correct but not 
varied; it sounds 
mechanical when 
read loud.
Some sentences 
are rhythmic 
and flowing; a 
variety of 
sentence types 
are structured 
correctly; it 
flows well when 
read aloud.
Sentences have 
flow, rhythm, 
and cadence; are 
well built with 
strong, varied 
structure that 
invites
expressive oral 
reading.
Conventi
ons
- P u n c t u a t i o n ,  
s p e l l i n g ,  
g r a m m a r ,  
c a p i t a l  l e t t e r s ,  
s p a c e s
Errors in 
conventions 
are the norm 
and repeatedly 
distract reader; 
text is hard to 
read.
Many errors of 
various types of 
conventions are 
scattered 
throughout text.
Author often 
stumbles in 
conventions even 
on simple tasks 
and almost always 
on anything 
trickier.
Author tries 
more complex 
tasks in 
conventions; 
several mistakes 
still exist; basic 
conventions 
have been 
mastered.
Author uses 
standard writing 
conventions 
effectively to 
enhance 
readability; 
errors are few.
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Sources for the rubric:
6 Traits o f Writing, (n. d). 6-point writer’s rubric.
Retrieved from http://educationnorthwest.org/webfm_send/773 
Glickman-Bond, J. & Rose, K. (2006). Creating and using rubrics in today’s 
classrooms: A practical guide. Norwood, MA: Christohper-Gordon 
Publishers.
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Appendix L: Rubric for English Writing (1)
Rubric for English W riting  
Lesson 6 W hat I Do to Stay in Shape
(A) Questions (l)-(6)
CD K H K W f lf e l^ x .- C V 'S o  l  ( £ > 5 ' > U - 2  ( I ia )
(2) X fe  • fS & S -A t f t 5 l  (t> 5 '> U  • 2 (&ia)
(B) “What I do to stay in shape”
1 Not Yet Within Expectations 2  M eets E xpectations 3 Exceeds Expectations
Meaning
< m  aw,
fcji>
• HIS b 
TV'/fV'o
• • IwlIE '^r—  ^t  
H iSE-O 'S.  
• ^ ^ m o M r m L  m
S , o
s> nvo
a s ,
V'5o
Style
7 9  4 ) ^
< 7 # ,  9§Mt$, • X < D f f i . f y i L X & ^  +
• $k 'O iS L^S^ V \
• WWf*s:flE0 
MSrfflV'Tt'So 
fflV'TV'£„
• fr 
t) A H
T l ' 5 0
• g^T'fe
-So
F o rm
<*a . «eai.
ifc>
• M A ,  y 
\ z X i - f Z o
• IrICHc$tWl<DMk y  M
u
• i s s c ^ s .
• # ^ ^ f r a a w 0
j£\, ^
• # « ° * ^ « 6 S S g S rff lV ' 
TV'So
• f c & a s a & a w .
• m W t £ T 4  T ' - J  T<D 
t>£lz£MA*&m£
IITV'5.
• * S & ,
Memo 3 :®  HSB:® O X  
l/ '5 )0
C onventions
;v—;v
<xm. mm,?.-<y Gj 
f&&>
y
• •
• gTSA-t'  <H'IlSlliJT T"3^ 
f c 5 „
• S fe l i  
IE5t0
• =i 7
f t - k t Z f L b i x Z >  o
• i i t  A t *
• M < m  m ? £ X < D m & ( D  
f y ,   ^7  EH 
• S o
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Appendix M: Rubric for English Writing (2)
Rubric for English W riting  
Lesson 12 A  Thank-You Letter to Professor W alters
1 Not Yet Within Expectations 2 M eets E xpectations
Hi’-1
3 Exceeds Expectations
Meaning
<±«, BW,
O & £ ;h /O '3 o
• t S o ^ y p i t r
0 ' 6 0
&W -b f t  <fc < 15 s  
F l^^"C;fo <50
Style
^  9  4
< * # .  mm
il'KI&’b <£>;$'#V'o 
• X ( o m ^ i L X i ^  +  
5to
• V%W;t£X.V£ o 
§ J £ £ H ' 0 ' 3 0 
J g l / ' O ' S o
0r
•? A*x
0 ' 3 „
■ X ( D f f i , t b i ^ m X t  L 
X & M X ' f r Z 0 
• 0 't e l / '& * 5 L  V ^ -  
— v / i ' & ; £ { £ £ • V' 
O ' 5-0
Form
rltJBBTK
xmoMsHM
m>
I f S t O ' & l A  
•>SA> ^ire , faxli'-g. 
b t L9  X X l t Z o
• IH >9 IS
to
• i& iW So
A '* S t O '5 o
• * ^ c i s » a « j 8
• |A x  >Mft, agtfds
L O S B f S  
t  S - O t l / ' 5 o
• >9 -O '-So
• L T g  
; f t 0 ' 5 0
• 3#a . * a i ,  f e u 5#
M SlO  i  < S  t  X  O 
TV'So
0 ' 3 „
• S§J *  T  -T AV  T  co 
1 £
il-CV'S.
• l£*p(:9l!j!-ifc£r + A;9' 
^ ;:■ /ifc L O '5 0
Conventi
ons
—
« i & >
• U ± x ^  ■
>hX^(D  $
■ m ^ ' <
& f£X f fh z>  o
• S ^ W /£e * )£ N f§ j£ ii 
iE?«o
• a y v ,  B#f)5IJ, 
S f p ) # ©  5 tz
• i i i r A i f  ? * { i& V '0 
^■5 b t l& o
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Appendix N: Rubric for English W riting (3)
Rubric for English W riting  
Lesson 13 Letter to Jessica
1 Not Y et W ithin  
E xpectation
t> 9  'P  L
2 M eets 
E xpectations
-5>-0 9
3 F u l l y  Meets 
Expectations
g .  V V
4 Exceeds 
E x p ec ta tio n s
# 3 ? ( S j § ^
Meaning
< £ & .  8  
f a  M & 0 L  
M M >
• fruit rtJgfas-g’ 
S f r lT V 'f tV 'o
• • g & W i i o  #
y l t v ' & v ' o
15 (5-& S. f l X  V'
So
• B B i iL f c A t t f c l ,
S i i > t l i S J f
• ± a
t  t a i J B I i l  L t i '  
So
• Sffl&SrH 9 H W H ,  
a * ,  ta i j i t f s f c s .
• 3 * i t t c D f c S S , S  
T V ' S ,
- r s ^ ^ t > ^ s ^ <
{5 to S  F*9 S  X  fc> 
So
• Se^ £ 3I t t t i t
z M f c m .  a s ,
X S £ 3 g
JS £ - t t -C V '3 o
Style
m l ,
w m z ■0 m
M R >
m y # 0 < .  f t ® #
&£>*) 1C< V\,
■ m y ig L ;& 5 £ < ,  #
• ^A A c^§ i .£ r , f f lV '  
T V 'S o
• f t  Hi, 'ED L-iJS 
0 ^ \
• i 6 * 0 j g L ^ < ,  #
$H 4;$S '>ftV \
fflV '-Ci/'So
m m .  x m * m m x .
i E m x ' h % *
• V"A b f o
So
■ 0 W i X < O § : ^ X  
M S-ff lV 'T V 'S o
• X S i S U k K I ^ ,  
X A  ^ f r f O ' T ,  
f r l A ' S i m t . ® ? )  
A f r i / T i / 'S .
• ; i  i t f a s j E f l l U : ,  
A  3i < *  y X  — i? 
S " 6 x ' C V ' S o
• x o f f i f t & m m x  
t  L t  S ^ t ’ fc
^  o
Form
SfiSc
< # a ,  m
Urn, JcMtOWt
t m >
• 3 ? l§ c o ¥ l8 :£ o f t? 5 £
• m x .  * x .  '& v w
S t i O  fcA tf -S o
• S / c f i  
^ n a t f j - e f c S o
• r t S ^ X I I i r g g i g L
&V'o
• m c m m m t D m y  &
• l i F S ,
■ 3 i M < D ^ M X < o m  
5 t T ' i 5 i 5 # { t T V '  
5 .
L 0
. ± m < o & * & \ t * ?
t t T V 'S o  
• m f e ^ B & S i x T
V'So
• g s m a s ^ - o ' S o
' C S i f C V 'S o
l / ' S .
• ^ a i P J i i L A r t ^  
^ i t ^ - O ' S # ,  m  
J o t l '
ft l / '„
T V ' S .
■ i s ^ s + ^ - c * s > s .
m w t e T j r  
<r>b t  i c x a ^ i s
M  S i x T V ' S o
• WBftftHIA, * l i ,
9 , i i  
i ^ l i * L - X l / ' S o
• ^ © f f i n t c - g - o f c
V 'T V 'S o
• s s p o i § * S c ^ + x  
» K * f c L t i '  
So
Conventions
< x & .  m
A .
■ /J'JC
• t m  
y & 0 < E < t > t i .  f t
^ ^ 5S A ?L iC  < V \
• < V'SSUf, T  
i Z i k f r X & b Z o
• i j i f ® f t :a : t>t>B##r 
:fc ifc±(08lt>  asji,  
ibfruSo
f c S ^ s ,  m v t f f o  
o t t ) ,  S c r o l l  
f i a i W X t S o
• s ^ w f t j s i s r o A ' —
S  o
• * < 1 t l t f t * i x  Bf 
^ ^ f r l / S o
# T * # - C V 'S o
• ^ S C O /V '— ;u  i c ®
- r < # t t r ^ ' S o
• 15 i  A/ i f  IS  (J as *
v\>
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Appendix O: Rubric for English W riting (4)
Rubric for English W riting  
Lesson 14 M y Hope for the Future
1 Not Yet Within 
Expectation
b o 'P L
2 Meets 
Expectations
3 Fully Meets 
Expectations
& ' ' '
4 Exceeds 
Expectations
Meaning
A&ffl. MM 
>
LTV'&V'o
•EfeJS- B f W l i o f  
10
• *§%,
k ifliS LTV'^Cl'1,,
&V\,
• -V t  §jjlg
• V ' <  bA M A teW A  
i i -C V 'Stfv  S fd 'T
a * ,  f£ '>
fcl/'o
• =f—-? k M il  Ltz
^ M $ H T V ' 5 o
•  Im.'S.Srffi o roic +  
# & = f M m a * ,  
mwti'&z>a
T V '5 .
a * .
i fcw -e .  ± m * m  
a s - f r t i ' S o
Style
< X i$ .  # { ' '  
IMIL.
z t i i c o
m n >
•  n-mcomwzmmiz
»9 <  V^ 0
•  x m B . A ± x t f ^ +
'Aa
•Wk'0'T&L1£%< .  #  
L V \
v 'S „
V'o
■ £S9igL75S#<  ,  #
• mm. x m m r n
X. JEmx$>6o
•  bfa&®«£b
h%)a
J l l r f f i l ' t t '
•  x m m i t i z ’g A .  
m L ^ m m tW iO
A ti/X i'S ,,
■ z. k liftJEm iz,  
tl5&< y  y - t  — 'P 
4r-(5x-TV’''5o
• x co ff i t i f t  g # s - e  
f c 5 .
Form
X 4itA ,  /faam /
XMcOffiffc.
m m m . m m  
>
■mA&'xrfrt>A<9lC
'9\ZXtfZ>a
t.tc  14 
AWnm&SXhZ> o
■ ioi L m w m v m  *3 M 
U
1 J " 0 '  2> <,
&V\,
• m m i M y x i ' z  „
T V 'S ,,
?? &r i® T  V' <5 
f t .  % £ A ft£k t .  
o t l ' f t V '  o
•  :m 
m m ' + f t x h z , ' ,
i i ^ o ^ r - r - r V  r  
(Db k t z £ M f t? £
• w m tem a .  * s§ u  
jgsfe/6s f e 0 ,
k: Mi* L  T V 'S ,,
• 3trojJ{tAlc-g-ofc 
^ • t K * S £ S P £ f f l  
V 'TV '5 ,,
• m m < D m m z+ x .
A  I^  ^  A  L  T  t '  
5„
Conventions
)V  —  )\s
<X & , Mi£, 
X 'O J
MUM/S, A X  
X  ■ ; J X X >
■ x ^ ± m z m *  ftm  
' O i ^ < A b i x .  
m m m n z <  v>„
•  B c ^ i -  <  V ' S B t n  T
^ ± © ^ 1 9
A S 0
• f E ^ ic K V 'S M f i f c
t > ,
x $ z > 0
— / K 4 ^ # T ' # T  
V ' 5 »
3 c
# T ? # T V > 5 .
i " <  # ( t r v ' 5 o  
V ' „
